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I. INTRODUCTION 



Traditionally, AiriGricans have been known for their 
syirpathy toward unfortunates and for their good-natured 
willingness to help the underdog — the more so where children 
are involved But vhile we have, as a nation, pitied 
physically or mentally handicapped children and recognized 
their disabilities as barriers to normal progress, we have 
been slow to acknowledge social, cultural, educational handi- 
caps. Public Law 89-10, the Elementary and Secondary Education 
Act passed in April 1965, was and remains an attempt to 
recognize multiple types of disadvantage. A social-acti<^n 
measure, its intent is to help citizens overcome circumstances 
and environment which prevent them from entering the American 
social and economic mainstream. 

Of the 1.3 billion dollars appropriated for the 1965 
ESEA, over one billion dollars or approximately eighty percent 
was assigned to Title I, ’’Financial Assistance to Local Educa- 
tional Agencies for Special Educational Programs in Areas Having 
High Concentrations of Children of Low- Income Families.” The^e 
funds were distributed to individual state departments of 
education for assignment to local school districts. In order 
to receive allocations local education agencies were required to 
submit detailed program proposals for state education department 
approval. The ESEA places minimal restrictions upon the type of 
program eligible for support 5 local school personnel have been 
encouraged to be effectively innovative in formulating special 
opportunities for disadvantaged students. 

Though Title I procedures provide for built-in evaluation 
of each local project, the ESEA is rightly concerned with state- 
wide and regional impact. For this reason— and because local 
evaluation methods vary widely from program to program — neutral 
agencies across the country undertook broad areas of study in 
order to determine comparative effectiveness of particular projects 
and the total impact upon a special area. Such was the purpose 
of the research supported by Contract OE 6-99-162 and completed 
by a team of professors and research assistants in the College 
of Education, The Pennsylvania State University. 

Phase I of the evaluation was conducted in eighteen local 
education agencies in Maryland, Pennsylvania and West Virginia. 
These projects began early In 1966 and concluded in June 1966. 
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Phase I, therefore^ assessed short term programs active within 
the first six months of Title I implementation. Information 
gathered from these projects was reported in the research 
group ‘s Interim Technical Report, October I966. 

Phase II of the evaluation included sixteen local 
educational agencies in Maryland^ Ohio, Pennsylvania and West 
Virginia. Beginning in September 19 66 and concluding in 
June 1967, programs evaluated during this phase were primarily 
school year length. Therefore, this report represents an 
assessment of the first full school year under Title I and is 
specifically concerned with the effectiveness of various 
projects upon the reading competence of elementary and secondary 
pupils in Northern Appalachia. 
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II. STATEMENT OF THE PROBLEM 



The overall purpose of this evaluation is to determine 
whether Title I federally-supported local education programs 
are having significant inpact upon the reading coirpetencies of 
elementary and secondary school students in Northern Appalachia. 
The term ''reading conpetencies" includes multiple factors which 
gave rise to a series of questions pertinent to this evaluation; 

1. Were there significant differences in reading 
skills achievement between economically dis- 
advantaged children who received Title I 
instruction and those who did not receive 
special instruction? 

2. Were there significant differences between the 
reading progress of public and non-public school 
children who received Title I supported 
instruction? 

3. What was the relationship between the socio- 
economic structure of the school attendance 
areas and the reading progress of Title I 
children? 

ii. What was the relative effectiveness of specialized 
reading instruction for elementary and secondary 
students? 

5. What wore the relationships between the organiza- 
tion for instruction and reading achievement? 

6. Was there a relationship between the classroom 
behavior of Title I teachers and the achievement 
of their students? 

7. What were the reading attitudes of economically 
disadvantaged children? Was there a relation- 
ship between reading attitude and reading 
achievement? 
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It has long been established that children who come 
to school from iitpoverished home backgrounds where education 
is not held in high regard are not on an equal educational 
footing with children whose pre-school lives have been 
nourished with books^ travel and parental enthusiasm for 
learning. Even though low family income cannot be equated 
with a low priority for education, the fact remains that 
children from low-income families rarely enjoy the advantages 
of the richer experiential background which can be provided 
by families with substantial earnings. This, in essence, is 
the basic assumption which led to the enactment of PL 89 -10 and 
which also supports this study. 

The selection of children’s reading competencies as 
the prime concern of this project was justified by two major 
factors. First, the vast majority of local education agency 
proposals submitted to the various state departments of 
education were seeking sipport to improve reading and language 
facility for their children. Second, reading conpetence is 
basic to all school progress and lack of this conpetence has 
been identified as a significant doterent to academic success 
at both the elementary and secondary school levels. 
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III. METHODS AND PROCEDURES 



The Study Sairple 

This report includes Title I Reading Programs in opera- 
tion between September I 966 and Juno 196?. The subjects were 
716 fourth-grade and 713 seventh-grade students in sixteen school 
districts located in Maryland, Ohio, Pennsylvania and West Virginia. 
The li|29 students were distributed as follows; 



As each local educational agency received program approval 
from its state education department, it set about the task of 
identifying its Title I students needing special reading help. 
Cumulative guidance records, preliminary testing, and teacher 
conferences helped local Title I leaders identify project 
participants. Because so many districts in each state chose 
reading as a primary target, the PSU research team faced a 
mammoth task in selecting specific projects for study. For 
both Phase I and Phase II, a professor or a team of professors 
visited individual state education departments to road and 
analyze reading projects as quickly as they were approved by 
state officials. General information and specific data for the 
many projects that exhibited research potential were studied 
further by the research group in conferences at the university. 

To insure a varied sample, the research team considered geographical 
distribution, population density, economic and social milieu, 
difference in project organization and educational approach before 
deciding upon school districts appropriate to the study. 

The districts finally chosen are situated in divergent 
environments ranging from sparsely populated rural areas of 1200 
persons to a relatively largo city of over 81|,000 persons and 
are diffused throughout the Northern Appalachia area assigned for 
the study. Major income sources are day labor, agriculture, and 
industry. Organizational patterns for reading projects vary from 



Public 

661; 



Grade Four 



Non-Public 

52 



Grade Seven 
Public Non-! 



Non-Public 

16 



697 
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individual remodial instruction to small group work to laboratory 
drill and self -pacing combinations. Instructional personnel vary 
from those with wide classroom experience (and self -preparation 
or workshop-preparation for a local district's specific Title I 
pro.iect) to those with recent undergraduate training but limited 
classroom experience (and minimal personal or local workshop 
preparation). Some districts using teacher-aides were purposely 
included in the study. 

Finally, the research team included in its selection, 
projects which it considered to have high, moderate, and low 
potential and in this way avoided bias that could have resulted 
from concentration on programs exhibiting either promising or 
dubious chances of success. 

National norms served as a comparison basis for the 
evaluation. A total of 105 Title I students were full-time 
parochial school children and provided a further comparative 
base. 



Baseline and Terminal Data 
Gates Reading Survey 

Prior to or at the beginning of Title I instruction in 
the early months of the 1966-6? school year, all economically 
qualified children in the study sample were tested with the Gatos 
Reading Survey to determine levels of coirpotency in speed and 
accuracy, vocabulary, and con^jrehension. Testing was conducted 
in addition to any pretesting planned by local school districts 
in order to collect data from a single source, thereby obviating 
the need to transform scores from several sources. 

At the conclusion of individual instructional programs, 
alternate forms of the Gates Reading Survey were administered to 
the students who had been pretested. Pre- and post-tests were 
conducted by the local educational agencies with tests provided 
and scored by the Penn State evaluation project. 



Attitude Assessment 

A child's attitude toward reading is a vital factor in 
his development of reading tastes and abilities. Of particular 
interest to the evaluation team was the nature of economically 
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and oducationally disadvantaged children’s reading attitudes. 
Since no suitable attitude inventory existed for use with such 
children, the inventory, How I .Feel About Reading, was 
developed by Dr. Myron Coulter and Dr. Robert Lathrop. 



Observation and Interview Procedures 

Throughout Phase II of the research project, visits were 
made to each local school district. With one exception, the 
project director participated in conferences with Title I 
officials in every local agency under study. In Maryland 
observation and interview visits wore directed by Professor 
Lathrop; those in West Virginia were supervised by Professor 
Bliesmer; those in Ohio and Pennsylvania were administered 
by the project director. Itx every case initial on-site 
evaluations were made by the professor assigned to the individual 
state; then research assistants and professors participated in 
interim and final information gathering visits. Along with the 
usual classroom, lab or general project observation, researchers 
often conferred informally with students and teachers. Further, 
research assistants conpleted an on-site inventory of books, ^ 
materials, facilities for every local project participating iji 
the four state study in order to give the team as comprehensive 
a picture as possible of each local plan. 

These procedures, followed throughout the course of each 
local project, enabled evaluation team members to conpile 
information with which to assess the nature of instruction, the 
materials being used by remedial reading classes, and the pre- 
vailing socio-economic conditions of the communities. Later, 
these factors were utilized in arriving at an overall subjective 
evaluation of conditions and progress for the various local 
programs. 



Taxonomy of Instruction and Materials 

In order to provide a basis for coirparing students’ 
progress with the organization for instruction, each local 
program was classified by (a) the size of instructional groups 
and (b) the type of teacher provided. The following illustra- 
tion represents the classification model. 
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USE Groi:^) Size 




Model I. Classification of Instruction 



TYPE C? TEACHER 



Tutorial 



Small Group 
(2 to 10) 



Large Group 
(11 or more) 



Regular Untrained Trained 

Classroom Remedial Remedial 






















In a similar manner the instructional materials used in 
various programs were classified by type and use. 



Model II. Classification of Instructional Materials 



TYPE 

Independent Systematic 

Self -Pacing 
Dirccted-Pacing 



Independent - prescriptive materials used as the result 

of diagnosis. Supplementary to basal 
reading materials. 

Systematic - basal reading materials, or others with a 

predetermined sequence of skill development. 

Self -Pacing - instructional sequence determined by 

individual skill diagnosis. 

Directed-Pacing - instructional sequence determined by manuals, 

skillbooks, textbooks; i.e., by materials 
rather than student diagnosis. 









Analysis of Data 



The original design of the study indicated a statistical 
analysis of the standardiisod test data using covariance tecimique. 
An inspection of the pre-posttest differences, however, indicated 
that no sophisticated analysis of the data was required. The data 
are reported below in tabular form shovjing means, differences, 
and frequency. 



The Attitude Inventory results were studied by means of 
frequency distribution and -mean scores by groups. The inventory 
was item analyzed to establish its reliability with economica y 
disadvantaged students. These data are also reported below. 



Finally, data were examined for differences among school 
attendarne areas, grade levels. Title I and national norm scores, 
and public and non-public school subjects. 
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IV. RESULTS; DATA AND OBSERVATIONAL REPORTS 



The Data 

The Gates Reading Survey is designed to yield three 
subsoores (Speed and Accuracy, Vocabulary, and Comprehension) 
which in turn may be combined into a fourth overall total score. 
The Gates manual provides nationally referenced norms for the 
three subtests and the project statistician has constructed 
speical norms of total tost scores from the Title I students 
participating in this study. 

The Reading Attitude Inventory, How I_ Feel About 
Reading, is designed to measure attitudes toward (a) reading 
in school, (b) reading outside school and (c) general reading 
interest areas. The instrument uses a sinple agree -disagree 
format for the first sixty itemsj; these are concerned with 
’•feelings.” The final section consists of a subject topic list 
from which the student is asked to select his reading interests. 
(See Appendix) 



Characteristics of Participating School Districts 

The sixteen school districts whose projects were 
evaluated within the Northern Appalachia areas of Maryland, 

Ohio, Pennsylvania and West Virginia were situated in divergent 
environments, rural, urban, or suburban in nature. Census 
density ranged from a sparsely populated rural area, 1,200 
persons, to a County district of 110,000 including a relatively 
large city of approximately 8Li., 000 persons. Many districts were 
situated in areas of dramatic population decline between the 

1911.0 - i960 census years. 

Seven districts were located in rural areas where the 
chief enployment sources were agriculture and day labors six 
districts were in small towns (two of those centered in rural 
areas) where primary income sources included factory work as 
well as agriculture and day labor; the remaining two districts 
were situated in fairly industrialized cities of approximately 
69^000 and 61;, 000 persons with income essentially from- 
manufacturing and day labor. 

In summary, the school districts in this study were 
typically located in rural areas and small towns (populations, 

5.000 ~ 16,000) with income from agricult\ire and unskilled or 
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semi-skilled day labor. Many families in all districts were 
receiving some form of welfare assistance to augment low 
incomes. Typically, unenploymcnt was appreciable, three to 
six times national percentages. Within each school district 
studied, seven to sixty percent of the total number of families 
in residence qualified for Title I aid. 



CoiTparison of Change in Reading Achievement Scores, 
Grade it 



Reading Speed and Accuracy. Grade it 

A comparison of the pretest-posttest change scores, 
class by class, indicates that median change for the 57 
individual fourth grade classes studied was between throe and 
three and one-half months, compared to national norm groups. 
Although modest when considered in absolute terms, the reader 
should beai' in mind that the pretest achievement of many of 
these classes was below the normal fourth grade level. Taking 
only those classes whose initial reading level was "below grade" 
(less than i|..0) the median gain for 32 classes was seven months 
with li; classes gaining nine or more months of reading speed 
and accuracy. 

Somewhat unexpectedly a number of the classes, although 
presumably intended for disadvantaged readers, hri pretest means 
at or above "grade level." There were, for example, six fourth 
grade classes who had pretest means of 5»0 or higher, indicating 
that before the study began these classes were reading at approxi- 
mately the same rate of speed as the fifth grade students used 
in the national norming sanple. Interestingly, three of these 
six classes had gains up to one year while the remaining classes 
had net losses in reading speed up to one year. Overall these 
six classes had a median gain of zero. Because changes ox one 
or two answers could alter the grade level score by three to six 
months, little significance can be attached to changes (or lack 
thereof) of classes who started the study a year or more above 
ejqDected grade level. Among classes beginning the school year 
substantially below grade level, mean changes of a year or more 
(in some cases more than two years) must be regarded as very 
encouraging. 

Among the fourth grade classes who began the school year 
at or near the national grade level, the overall impression is 
that a few of the programs were extraordinarily successful in 
increasing reading i^eed and accuracy, producing mean gains of 
up to two and one-half years. Other classes starting out near 
the fourth grade norm actually regressed in speed and accuracy 
during the course of the study. 
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Vocabulary, Grade h 






For some reason, une:?q)lained by the data, the fourth 
grade classes represented in this study were relatively close 
to the expected pretest norm of Ii-.O. Only nine classes had 
mean vocabulary scores more than one-half year below grade 
level. In each case the classes below grade level in vocabulary 
were also below grade m speed and accuracy. 

Overall the median gain was approximately one-third of 
a year. Furthermore, the gains were relatively consistent across 
classes with h9 of the classes gaining one-half year or less and 
only eight classes gaining eight or more months. Among the 
classes showing the greatest gains in vocabulary many showed 
only modest gains in speed and accuracy. With a few exceptions 
gains in vocabulary seemed to bear little or no relationship to 
gains on Section I of the test. 



Reading Comprehension , Grade 

The reading conprehension score showed the least amount 
of change with 21 out of the 5? class means either remaining 
unchanged or indicating a net loss over the period of study. 
Another 20 class means indicated gains of up to one-half year. 
However, of the fourth grades studied only four revealed mean 
gains of as much as one grade level. 



Total Score, Grade h 

The conparison of pretest-posttest changes for the overall 
total score is complicated by lack of national norms. The 
internal norms prepared from the study data indicate that there 
was a net increase in median posttest scores from i;ii. to 5l. This 
seven point increase if uniformly distributed among the throe 
subscoros would represent a median growth of approximately three 
to four months of reading achievement. As has been pointed out, 
however, gains were highly variable from class to class with some 
groups showing gains of up to 20 points and other classes finishing 
the year with zero gains or even net losses. 

In order to help interpret the gains in reading achieve- 
ment made by particular classes, some attenpt will be made to 
describe the characteristics of high and low change programs in 
terms of the observational data collected during the study. 
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Table 1 






Protest - Posttest Differences Mean (by class) for Grades Four 
Gates Heading Speed and Accuracy Scores 

Mean Gain (or loss) by class f 

Months 

29-30 1 

27-28 1 

25-26 2 

23-2U 
G 21-22 

A 19-20 2 

I 17-18 3 

N 15-16 3 

13-11* 3 

11-12 

9-10 , 

7-8 3 

6 (MD) 
11 

1-2 5 

0 1 

1-2 2 

L 3-1' 3 

0 5-6 1 

S 7-8 1 

S 9-10 

11-12 

13-11* 1 



H=57 
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Table 2 

Pretest - Posttest Differences (by class) Classified by Pretest 
Score 

Gates Reading Speed and Accuracy, Grade Four 



Mean Score 


f 


Moan 

Gain (+) or Loss (- 
In Months (Rounded) 


6.0 


1 


+3 


5.8 


2 


-8 


5.6 


- 


- 


5.ii 


1 


+12 


5.2 


1 


+7 


5.0 


1 


-8 


14.8 


2 


+5 


U.6 


2 


+10 


u.u 


2 


+5 


approx. 1^.2 


h 


+10 


expected U.O 


3 


+9 


norm 3 . 8 


7 


+3 


3.6 


6 


+15 


3.U 


1 


+5 


3.2 


6 


+8 


3.0 


1; 


+11 


2.8 


6 


+12 


2.6 


3 


+7 


2.U 


- 


- 



N=^7 



Table 3 

Pretest - Posttest Differences Mean (by class) for Grade Four 

Gates Vocabulary Scores 



Mean Gain (or loss) by class f 

Months 

2h 

22 

20 2 

18 1 

G 16 

A lii 3 

I 12 2 

N 10 

8 h 

6 10 

U 8 (MD) 

2 12 

0,1 8 

1,2 2 

L l4 2 

0 6 1 

S 8 

S 10 

12 

N=57 




Table 4 

Pretest - Posttest Differences (by class) Classified by Pretest 
Score 



Gates Vocabulai’y Scores, Grade Four 



Grade Level 


f 


Mean 


Pretest 




Gain (+) or Loss (- 
In Months (Rounded) 


5.8 


- 




5.6 


1 


•^3 


S.h 


k 


-1 


5.2 


1 


+3 


5.0 


1 


+5 


ii.8 


6 


+6 


h.6 


9 


+2 


k.k 


3 


+11 


h.2 


16 


+ii 


ii.o 


1 


+6 


3.8 


h 


+9 


3.6 


2 


+5 


3.4 


3 


+7 


3.2 


h 


+12 


3.0 . 


- 


- 


2.8 


2 


+7 

H=57 
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Table 5 

Pretest - Posttest Differences Moan (by class) for Grades Four 

Gates Corrprehensive Scores 



Mean Gain (or loss) by class f 

Months 
20 

18 1 

G 16 

k Ih 

1 12 3 

N 10 

8 3 

6 11 

h 12 (MD) 

2 7 

0 6 

L 2 8 

Oh 3 

S 6 2 

S3 1 

10 
12 



N*57 



Table 6 

Pretest - Posttest Differences (by class) Classified by Pretest 
Score 

Gates Coirprehensive, Grade Four 





Pretest 
Grade Level 


f 


Mean 

Gain (+) or Loss (- 
In Months (Rounded) 






6 


+1 






1 


+6 


approx. 


k.2 


13 


+2 


expected 


h,o 


3 




norm 


3.8 


8 


+1 




3.6 


6 


+1 




3.U 


h 


0 




3.2 


10 


+8 




3.0 


3 


-1 




2.8 


1 


+5 




2.6 


2 


+7 






N=57 
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Coir^jarison of Change in Reading Achieveraent Scores, 

Grade 7 

Reading Speed and Accuracy , Grade 7 

M3dian change for the 29 individual seventh grade 
classes studied was approximately h months corrpared to 
national norm groups. Increases in reading rate and accuracy 
of one year or more were recorded by 11 of the 29 classes. 

Several classes apparently had programs directed toward this 
particula-'’ dimension of reading skill since 8 of the 29 
schools showed increased reading rates of more than two years. 

At the other end of the continuum, 9 classes showed no inprove- 
mont in reading speed and accuracy and, in some cases, actual 
loss of a year or more. The remaining 12 classes recorded 
modest increases of two to six months. 

Although the classes were chronologically picked from 
the seventh grade, pi jtest reading level for approximately half 
was around sixth grade. In 3 classes, reaaing level was two 
full grades below seventh grade. At the other extreme, Ij. classes 
viero a year or more above grade level when protested. 

Vocabulary , Grade 7 

As a group, the 29 seventh grade classes showed no 
improvement in the Vocabulary subscore as a result of the 
reading program. A few individual cases reflected gains of a 
year or more while others lost a year or more. Most classes 
fell in a middle category showing little change in scores from 
pretest to posttest vocabulary levels. Classes that began 
their projects with students above grade level in vocabulary, 
almost without exception, showed decreased performance on post- 
tests; classes that began below grade level, with minor 
exceptions managed improved posttest scores. The interpretation 
of the investigators is that little or no change was produced in 
vocabulary skill as this skill is reflected on the Gates 
Vocabulary section. 

Comprehension , Grade 7 

Very modest increases overall were found with the 
Conprehension subscoros at the seventh grade level. The majority 
of gains were within the two to four months range; only classes 
showed increases of eight or more months. As in Vocabulary, the 
Conprohension scores at the seventh grade level indicated sli^t 
regression for classes beginning projects with students above 
the average, slight increases for classes with students below 
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tho average. There is no evidence as reported in the Gates 
Corprohension subscorc^ that tho seventh giado projects as a 
whole produced any increase in reading conprehension. At 
best, gains for individual classes were modest. 

Total Score, Grade 7 

One might expect from regression theory that students 
starting out substantially below grade level in general 
performance would tend to show tho largest gains while those at 
or above grade level on the protest would tend to show smaller 
gains. This would be expected if the experimental programs had 
little or no effect on reading levels or if differences in scores 
were statistical artifacts rather than true changes, gains or 
losses. However, from a pedagogical standpoint one might hypo- 
thesize that students who wore initially low on tho pretest would 
make the smaller gains; those initially reading well would 
continue in their above average performance. Neither pattern 
was clearly confirmed. While students who began programs after 
pretesting below average made impressive gains and others who 
began by pretesting above average regressed slightly, the largest 
gains tended to bo made in classes beginning near the seventh 
grade level. This mixed result seems to the investigators to 
confirm what observation reports noted early in tho study; certain 
programs at the seventh grade level were especially designed for 
the inprovement of reading speed and accuracy. As indicated by 
other subscoro data; however, changes in reading speed and accuracy 
bore little or no relationship to improvement in Vocabulary or 
Comprehension. 
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Table 7 

Pretest - Posttest Differences Mean (by class) for Grade Seven 
Gates Reading Speed and Accuracy Scores 



Mean Gain (or loss) by class 



Months 



2U+ 



G 

A 

I 

N 



L 

0 

S 

S 



22 

20 

18 

16 

II4 

12 

10 

8 

6 

h 

2 

0,1 

1,2 

k 

6 

8 

10 

12 

Ih 

16 

18 

20 



f 

8 



1 

1 

1 



2 

5 

2 

3 

1 

1 

1 

1 

1 



1 



N=29 
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Tpble 8 



ProtGsti - PostttiGsti DiffercncGs (by class) Classifiod by Protssb 
Score 



Gatos Reading Speed and Accuracy, Grade Seven 



Grade Level 


f 


Mean 






Gain (+) or 


Protest 






9.0+ 


1 


+1 


8.8 


- 


- 


8.6 


1 


+38 


8.1; 


1 


-12 


8.2 


1 


-19 


8.0 


- 


- 


7.8 


- 


- 


7.6 


- 


- 


7-h 


2 


+53 


approx 7.2 


1 


-8 


expected 7.0 


1 


+1; 


norms 6. 8 


1 


+30 


6. 6 


2 


+56 


6,h 


5 (MD) 


+1 


6.2 


1 


+2 


6.0 


h 


+5 


5.8 


3 


+17 


5.6 


- 


- 


5.1; 


2 


0 


5.2 


- 


- 


5.0 


- 


- 


1;.8 


1 


+12 


1;.6 


- 


- 


1^.1; 


1 


+19 


li.2 


1 


+5 



N-29 
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Table ^ 

Pretest - Posttest Differences Moan (by class) for Grade Seven 

Gatos Vocabulary Scores 



Mean Gain (or loss) by Class f 

Months 

2h 

22 

20 1 

18 

G 16 

A lli 

I 12 1 

N 10 

8 

6 2 

h 3 

2 6 

0 5 (MD) 

2 h 

L k 2 

0 6 2 

S 8 1 

S 10 

12 

li; 2 



N=2P 
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Table 10 



Pretest - Posttest Differences (by class) Classified by Pretest 
Score 



Gatos Vocabulary, Grade Seven 

Grade Level f Mean 

Gain (+) or Loss (-) 



Pretest 




In Months (Rounded) 


9.2 


1 


-lU 


9.0 


- 


- 


8.8 


1 


-2 


8.6 


1 


-6 


e.h 


- 


- 


8.2 


- 


- 


8.0 


- 


- 


7.8 


1 


-h 


7.6 


1 


-2 


7.U 


1 


+1 


approx 7 . 2 


1 


-8 


expected 7.0 


2 


+1 


norm 6.8 


3 


+2 


6.6 


2 


-7 


6.h 


3 


+2 


6.2 


2 


+h 


6.0 


h 




5.8 


1 


+2 


5.6 


5 


+6 



N=29 
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Table 11 



Pretest - Posttcst Differences Mean (by class) for Grade Seven 

Gates Coirprehension Scores 



Mean Gain (or loss) by class f 

Months 
20 

18 1 

16 
G Hi 

A 12 1 

I 10 

N 8 2 

6 3 

h h 

2 ^ 

0 

2 5 

L k 5 

0 6 1 

S 8 2 

S 10 

12 



N=29 
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Table 12 



Pretest - Posttcst Differences (by class) Classified by Pretest 
Score 

Gates Conprehension, Grade Seven 



Grade Level 


f 


Mean 






Gain ( + ) or Loss (- 






In Months (Rounded) 


8.2 






8.0 


1 


-8 


7.8 


- 


- 


7.6 


1 


-1 


7 .I 1 . 


1 


-1 


approx 7 . 2 


1 


-3 


e;}q)octcd 7 .O 


2 


+8 


norm 6.8 


- 


- 


6.6 


1 


+5 


6.ii 


2 


0 


6.2 


3 


0 


6.0 


3 


+1 


5.8 


2 


+7 


5.6 


5 


+1 


5.U 


3 


+3 


5.2 


1 


+6 


5.0 


3 


0 



N=29 
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Achievement of Public and Non-Public Students on Gates 
Reading Survey 



Three of the sixteen projects studied during Phase II 
included one or more non-public school classes. These totaled 
eleven of the seventy-four individual schools and served 68 of 
the lh29 students under study. Thus, only a small number of the 
pupils in the study sample were full-time members of non-public 
schools . 



Detailed comparison of scores achieved by public and 
non-public school students reflect small differences which are 
not considered statistically significant. Individually, these 
schools did reflect some differences of interest as will be 
indicated below and later in the observational reports section. 

Two of the three districts working with non-public school 
youngsters included fourth grade pupils. In one district the 
public school students showed greater gains than the non -public 
students 3 in the other, non-public school pupils outgained public 
school pupils. In the one district where the non-public school 
students’ performance was higher. District #1^, three non-public 
schools were among the highest-gaining of all fourth grades in 
Speed and Accuracy. However, two of these schools were also 
among the lowest-gaining of all fourth grades in Reading Conpre- 
hension. 



All three districts working with non-public school 
yoimgsters included seventh grade pupils. In District #l5 - the 
same one which recorded the gains mentioned above - non-public 
school students showed greater gains than their public school 
counterparts. Again, this district recorded gains in three 
schools, two of them schools other than those indicated above 
as achieving high fourth grade gains. The seventh grade pattern 
further repeats the fourth grade in that these three non-public 
schools wore among the highest- gaining of all seventh grades 
in Speed and Accuracy. Notably, however, one school was also 
among the highest -gaining schools in Reading Conprehension. 

The seventh grade pattern is further differentiated from the 
fourth grade in that two non-public schools from this same 
district registered among the lowest-gaining schools, one in 
Vocabulary and one in Reading Comprehension. Neither school was 
among those recording the high gains in Speed and Accuracy or 
Reading Comprehension mentioned above. 



It is worth noting that in the one district which 
reported non-public schools outgaining public schools: 

1. seven of the eleven schools participating in the 
evaluation study wore non -public schools; 

2. five of the seven non-public schools scored among 
the highest fourth or seventh grade achievement 
gains for all districts in the study; 

3. hipest gains were in the Speed and Accuracy sub- 
test area though one school also scored well in 
Reading Conprehonsion; 

k* two of the five schools listed above as showing 
substantial in Speed and Accuracy scored among the 
lowest districts in other subtest areas, one in 
Vocabulary and one in Reading Conprehension; 

5. both schools referred to in I4. above were fourth 
grade sections. 



Differences noted here will be examined further in the remainder 
of this section and in Section V, Observational Reports. 

For the two districts in which public school students 
outgained their non-public school counterparts, the following 
should be noted: 

1. one district included eleven schools in the research 
study, eight public and three non-public; the other 
district included seven schools, six public and one 
non-public ; 

2. except for one school in each district, all public 
schools in these two districts scored in the median- 
gaining areas; 

3. both exceptions listed in 2. above were on the 
fourth grade level, one in Vocabulary and one in 
Reading Comprehension. 



In summary, comparative scores in projects invo3.ving 
public and non-public school students yielded slight differences 
in the majority of cases. One interesting exception reveals a 
district which recorded sizable gains in Speed and Accuracy 
frequently accoiipanied by concommitant lower scores in Vocabulary 
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and Reading Comprehension. Overall, th<D evaluation team does 
not consider differences between public and non-public student 
performance to be meaningfully significant. 



Comparison of Population Area and Student Reading 
Achievement 

Conparing pupil attendance area and pupil achievenKsnt 
reveals several interesting factors. The six districts 
attaining highest gains in the various subtest areas in fourth 
grade testing are con^jrisod of two city, two town, and two rural 
districts. Among the highest gaining seventh grade districts 
arc one city, two towns, and two rural areas. 

The high gain fourth grade districts ranged from the 
lowest populated area in the study, (District j^l3), 1,200 ^ 

inhabitants, to the two generally industrialized cities mentioned 
above. Almost the same was true for the seventh grade with the 
range encorrpassing identical extremes --from the smallest area in 
the study to one largo city. Interestingly, the one city to 
record high gains in both fourth and seventh grade is also 
district in which parochial school students generally outgained 
public school students within the study. The only other district 
(District #10) to record top gains at both fourth and seventh 
grade levels, it is worth noting, was one of the low population 

rural areas. 

Among the four districts scoring the lowest gains in the 
various subtest areas at the fourth grade level are two tewns 
and two cities. The six lowest scoring districts in the seventh 
grade include one city, four towns, and one rural area. 

Fourth grade low-gaining districts ranged from small 
towns, 3,500 and 11,500 populations, to the same city which 
recorded high fourth and seventh grade subtest gains and a 
county district of 110,000 including an 8^,000 inhabitant city. 
Again there were some close parallels at the seventh grade 
level. Here the lowest scoring districts ranged in population 
from the small to-vm of 3,500 mentioned above to the same city 
whose non-public school subscores placed it among the highest 
gaining districts in both the fourth and seventh grades. 
Interestingly, as was noted in the earlier discussion of . 
con^arative public - non-public scores, this city district (#13; 
achieved high. Speed and Accuracy scores in enough of its 
parochial school classes to place it among the highest of all 
districts in that subtest area. However, a few of these same 
classes also recorded low gains in Vocabulary or Conprehension. 
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Another notable factor arises with the recognition that town 
districts overwheliningly dominaTie the lowest scoring seventh 
grade districts and coirprise two of the four lowest in fourth 
grade. On the other hand, in fourth grade projects, no school 
organized on a consolidated rural district pattern was among 
the lowest scoring districts in any subtest carea of the Gates 
Reading Survey. I\n attempt to account for this occurrence w*!! 
be made in the Discussion section. 



Relationship Between Geographic Distribution and Student 
Reading Achievement 

Though selection of projects to be studied in each state 
reflects a representative geographic pattern, it is not possible 
to identify any ono state's programs as clearly superior in 
terms of achievement gains. Indeed, the obv’ious and very^ 
desirable variety in planning and implementation of individual 
projects within a particular state mitigates against such 
conclusions. 

All four states were proportionately well-represented 
among the highest achievement districts; no single state showed 
a disproportionate advantage over the others. 



CoiT5)arison of Organizational Patterns and Reading 
Achievement 

Within the sixteen districts in the study during Phase 
II, it was not possible to clearly determine common organiza- 
tional designs. To designate any particidar program as entirely 
small-group or large- group centered would be an injustice. All 
districts organized in small groups at ono time or another but 
also individualized instruction within groups so that tutorial 
situations frequently resulted. As will be discussed later in 
this report, districts utilizing teacher-aides were especially 
effective in conducting group sessions and tutorials simultaneously . 

Though no individual type of district organization — 
county plan, city district, or consolidated rural area — attained 
consistently higher gains in achievement, rural schools were 
conspicuously absent from low achieving groups. No rural district 
placed among the lowest fourth grades; one such district appeared 
among the lowest on the seventh grade level— on the Speed and 
Accuracy subscore only. 
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Elomontary school organization for tho fourth grade and 
junior or senior high school organization for the seventh grade 
did not seem to be an important factor since no striking 
differences in gains emerged. However, there did seem to be 
a tendency toward sli^tly larger groups for seventh grade 
instruction where a few districts operated with group sizes of 
eleven to fifteen. Indeed, one district utilized groups of 
twenty in its seventh grade sections and managed to score among 
tho very highest Speed and Accuracy gains for all seventh grades. 
This district (# 13 ) effectively combined a laboratory emphasis 
with its group work while using teacher-aides with commendable 
efficacy. 



Coir^arison of Instructional Materials and Reading 
Achievement 

illl schools in the study had received or were receiving 
abundant and varied materials. These ranged from multiple 
levels of basal reading textbooks to the most elaborate programmed 
reading skillbooks and mechanical equipment. 

From test data, guidance files and teacher records, and 
other available information, most projects eir$)loyed a diagnostic 
basis for individualizing instruction. Then, usually, teachers 
chose materials to meet individual students’ needs 5 often 
teachers personalized instruction by preparing their own materials 
for specific purposes. 

Greatest gains in fourth grade achievement were recorded 
by districts using the eclectic approach described above. One 
district, #10, did use basal materials as a sequential part of 
its program; however, in totality its project featured a large 
measure of teacher prepared materials used very effectively in 
a non- sequential approach. 

Siirllarly, top sevonth grade districts used non- sequential 
materials selected after diagnostic testing. Among these projects 
district #10 used the same procedures it followed at the fourth 
grade level. One district, # 13 , combined non- sequential, highly 
individualized instruc+-^on with a strong reading laboratory 
program sometimes using sequential materials. Students in this 
district scored exceptionally high in Speed and Accuracy. 

In summary, most districts used non-sequential materials 
in a manner proscribed by students* needs. Though some districts 
used basal texts, teaching manuals, and testbooks for skills 
instruction, learning sequences usually wore based upon diagnostic 
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information rather than rigid adherence to the sequence 
prescribed by a text. Two districts using sequential materials 
as a sizable part of their plans placed among the highest 
gaining projects. Since no single district in Phase II of the 
study relied primarily upon a sequential, directive program, no 
distinct comparative correlations between materials and achieve- 
ment were noted. 



Analysis of .ittitude Inventory and Its Relationship to 
Gates Survey Scores 

The inventory. How I Feel About Reading, was developed 
by the research team after no suitable published instrument for 
measuring attitude toward reading could be located. The instru- 
ment uses a simple agree -disagree format for the first 60 items 5 
these are concerned with ''feelings” about reading in school. 

The final section of the inventory consists of a list of subject 
topics about which the student is asked to indicate his reading 
interests. (See Appendix G) 



Fourth Grade Analysis 

Scores of the fourth grade students ranged from 5 to 
with a pretest mean of 36.? and a standard deviation of 8.6. 

The internal consistency reliability coefficient (K-R-20) for the 
first 60 items was .81; with a standard error of measurement of 
3.14- points. The interpretation of this last statistic indicates 
we can be confident that if a parallel sanpling of items were 
administered, two-thirds of the students would be predicted to 
have a score within 3 to I4. points of their original score on 
this test. Less formally, the inventory has sufficient precision 
that students with scores 5 to 6 points apart on this inventory 
may safely be assumed to have different attitudes toward reading. 

As can be seen in Tables 13 and llj, eight of the classes 
showed mean gains of five or more points whereas only two 
classes showed losses of this magnitude. Although the median 
gain was only one to two points, individual classes showed gains 
up to twelve points, (District school //6) . Encouragingly, 
virtually all classes with below average pretest means increased 
during their Title I projects. Significant losses in attitude 
score occurred in only two Title I classes, (District #3, school 
and District #5^ school 6) . 
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The fact that significant shifts in attitude were 
recorded in several classes suggests jointly that the inventory 
is capable of detecting such shifts when they occur and that 
under appropriate conditions reading attitude at the fourth 
grade level can be altered substantially. The reader should 
keep in mind that the data reported here represent class averages 
not scores of individual pupils where even more dramatic increases 
can be noted. 



Table 13 



Fourth Grade Pretest-Posttest Differences in Mean 
Attitude Inventory Scores, Classified by Pretest Score 



Megji Pretest Score 
of Class 



Frequency Mean 

Gain ( + ) or Loss (-) 
Rounded 



hh 



3 



2 



h3 



+1; 



h2 

l4l 

Uo 

39 

38 

37 

36 



3 

8 

2 

2 

2 



0 

0 

-1 

+1 

+3 



5 0 
6 0 



35 

3h 

33 

32 

31 

30 

29 



1 

h 

h 

h 

1 

1 



+1 

+3 

+3 

+1 

+2 



26 



23 

22 




1 



1 

1 



N=50 



3h 



+12 



-1 

+7 




Table ih 



Class Mean Differences for Fourth Grade Classes Between 
Pretest and Posttest Attitude Inventory Scores 



Mean Gain or Loss by Class 
Points (RoundedT 



13 

12 



8 

7 

6 

5 

h 

3 

2 

1 

0 

-1 

-2 

-3 

-h 

-6 



Frequency 



1 




n=5o 



35 



Seventh Grade Analysis 



As in the previous analysis ^ the scores covered a 
range of approximately 50 points with a mean of 3?. 2 and a 
standard deviation of 8.8. The internal consistency 
reliability of the seventh grade scores was .8I4. and this is 
higlily encouraging for a first tryout of the reading attitude 
survey. 



It can be noted in Tables 15 and I6 that only two 
classes made what may be regarded as major shifts in attitude 
as measured by this inventory^ one (District #10, school k) 
in the positive direction^ one (District #10^ school 2) in the 
negative direction. The remaining schools showed gains or 
losses which were within expected shifts due to instrument 
unreliability. In general^ classes beginning their projects 
above the mean in attitude score tended to regress slightly— 
downward toward the mean. Classes initially below the overall 
mean regressed upward on the posttest. This would be the 
expected finding where no real shift in attitude had occurred. 

The reader should bear in mind that the inventory used 
in this study does not presume to measure attitude toward school 
in general even though judged valid for assessing attitude toward 
reading. It should also be remembered that by the seventh grade 
many attitudes toward reading have become go solidified in 
children that any program for change must be considered as a 
long term project: positive results may not manifest themselves 
until some later date. 



Table 15 



Seventh Grade Pretest-Posttest Differences in Mean Attitude 
Inventory Scores, Classified by Pretest Scores 

Mean Pretest Score Frequency Mean 

of Class Gain (+) or Loss (-) 

Rounded 

k5 1 -2 

llll 1 -2 

1*3 10 

1*2 

1*1 

1*0 

39 5 -3 

38 3 +1 

37 3 +1 

36 2 0 

35 3 +1 

3l* 1 +2 

33 1 +2 

32 - - 

31 3 +1 

30 

H=2l* 



Table l6 



Class Mean Differences for Seventh Grade Classes Between 
Pretest and Posttest Attitude Inventory Scores 



Mean Gain or Loss by Class Frequency 

Points (Roundedy 

1 

i; 

)4 

1 

h MD 
1 
6 
2 



1 

N=2)4 



38 

er|c 




Rolationshir? of Attitude Data to Gates Survey Scores 



A random saiiplc of 90 J^th grade students was drawn and 
a product moment correlation coirputed between the Gates Survey 
score and the attitude toward reading score (Items l-6o). 

A similar coitparison was made of Gatos scores and the number 
(breadth) of reading topics reported as interesting (Items 61-89). 

The correlation between the Gates Survey score and the 
number of positive comments about reading in and away from school 
was not statistically significant (r = - .06V Combined with the 
reliability of the inventory (already described) this finding 
suggests that the instrument is measuring a dimension of attitude 
toward reading which is relatively independent of reading 
achievement. 

Interestingly 5 the sample drai-m suggests that there is 
a low negative relationship between reading achievement and the 
number of topics (breadth of interest) reported as interesting 
(r = - .27). The research team is not prepared to interpret 
this somewhat unexpected finding except to note that the 
relationship did vary from school to school and the low negative 
value may be the result of pooling data across widely differing 
schools. 



Observationa l Reports 

A significant part of the Phase II evaluation plan called 
for in-depth observation and interview visits to school districts 
participating in the study. As outlined in Section III^ Methods 
and Procedures^ the individual professors supervising research 
activities in each state conpleted initial and final — and in some 
cases interim — visits to a representational cross-section of the 
schools studied. Graduate assistants^ specialists in reading^ 
tests and measurements, and curriculum — all with experience in 
classroom teaching — examined and inventoried materials, chocked 
facilities, noted instructional procedures and helped generally 
with observations and interviews during the tenure of each project. 
All research team members assisted in gathering economic, social, 
and educational data and information, then participated in 
conferences evaluating report material gathered from the four 
states cooperating in the study. 

Seventy-four individual schools contributed test data for 
evaluation; observation and interview visits were made to forty- 
seven of these schools. Through a central office log, care was 
taken to insure that a representative sanpling of schools would 
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be visited: in each local district ono-half to two-thirds of 

the total number of schools involved in the Title I Reading 
Projects under study were selected as observation/interview 
sites. 



During many months spent visiting these Northern 
Appalachia schools, team members were constantly impressed by 
the overall commitment, concern, and cooperation evidenced in 
each district, in every state. 

Consolidating information and data from forty-seven 
schools, in sixteen local districts, within four states has 
revealed the following profile of Title I Reading Programs in the 
study: 



1. Pupils . The fourth and seventh grade students whom 
researchers observed in classrooms or reading labora- 
tories and talked with in and out of class sitviations 
wore often personable, usually helpful, always friendly. 
No small number, however, seemed somewhat forlorn, 
somewhat resigned to a loss than successful school 
experience. In some pupils apathy signalled resignation^ 
in others, restlessness betrayed hostile feelings born 
in an essentially alien environment. 

Particular school districts varied in their methods 
of choosing Title I students almost as much as they did 
in the character of their programs. Commonly, Title I 
project participants ■were chosen on bases of financial 
qualification — as determined by law — and deficiencies in 
reading skills. Primary sources of information upon 
which selection was based were: 

a. guidance or counselling records where such 
existed^ administrator, social worker or 
teacher observation where guidance records 
were scant or nonexistent j 

b. administrator or teacher nomination on basis 
of school performance j 

c. recorded reading deficiency — one year or more 
behind grade level — though one district used 
six months below grade level as a guideline j 

d. diagnostic analysis through specific reading 
and intelligence testing prior to project 
initiation. 
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Informal conversations with pupils prior to or 
shortly after their beginning Title I projects 
frequently revealed limited experiential backgrounds. 

That normal, moderate, middle-class experiences with 
travel, movies, popular magazine^ children's books, 
public libraries were not among the advantages enjoyed 
by many of these pupils was readily substantiated. As 
specialized Title I plans provided academic or cultural 
enrichment, perceivable changes in attitude and manner 
often occurred* in some notable instances, alteration 
of self-image resulted in amazing changes which transferred 
from Title I instruction to the regular classroom. See 
Appendices A and B. 

Thou^ Title I students attended special sessions 
usually necessitating their release from an assigned class, 
a study puriod^ or cin activitios hour-^-ono to fivo tunes 
per week — rarely did they appear to lose status. To the 
contrary, some gained prestige by leaving crowded or 
dreary classrooms for special treatment each day. If 
regular classes wore held in a drab room, a one or two 
room rural structure, or in any school with limited 
facilities, the physical newness of Title I accommoda- 
tions and materials transferred to a freshness of spirit 
and interest. Whore special classes were conducted in 
an attached portable classroom, there was a distinct 
concommitant increase in a participant's stature among 
his peers. 

Such excitement frequently permeated Title I projects 
almost from the moment of their inception. With contagious 
enthusiasm, teachers and pupils often reacted to a complex 
of forces in ways rendering personal changes in student 
behavior infinitely more meaningful than statistics can 
reveal. 

2. Teachers . During Phase I teachers' verbalizations were 
rated on the Withall Social -Emotional CJlassroom Climax 
Index; and, as a group. Title I teachers proved to be 
overwhelmingly learner -centered, (see Interi m Report^ 
p. 13) Originally, it was anticipated that the more 
learner -supportive the teachers' statements, the 
greater would be students' reading skill progress. 

Without teacher -centered instructors in the san^le, 
findings in this area were inconclusive during Phase I. 

Since Phase II included some Phase I teachers and 
since new Title I teachers were again strongly learner- 
supportive, the evaluators replaced formal Climate Index 
ratings with extended interview and observation sessions. 
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That so few teachers exhibited directive or teacher- 
centered tendencies is not surprising considering 
certain factors germane to recruiting and selection; 



a. the vast majority of projects accepted 
teacher applications on a voluntary basis 5 
no arbitrary assignments seem to have 
occiu?redj 

b. every effort was exhausted to attract 
experienced teachers^ preferably with reading 
preparation or remedial reading experience; 

c. some administrators invited outstanding teachers 
to apply and thereby accept the challenge of 
new programs; 

d. administrators drew upon young but^ experienced 
teachers who had proven effective in the past 
but had retired from teaching to marry and raise 
a family. 

Despite the considerable efforts of school administrators 
and individual Title I directors and the generally 
admirable response of teachers^ effective recruiting 
remained a serious problem in many districts. (See the 
“Discussion” section of this report.) 

The research team had the opportunity to observe 
and interview sixty-four teachers throughout Phase II 
of the study. All sixty-four were actively involved 
with one or more Title I classes. For classification 
purposes^ each teacher was designated as; 

a. a regular classroom instructor — non-degree 
or degree preparation for regular classroom 
teaching; limited or no workshop training 
in reading; 

b. an untrained remedial reading instructor 
non-degree or degree preparation plus 
remedial reading training and experience but 
no graduate training in reading; 

c . a trained remedial reading instructor — degree 
preparation plus graduate training in reading. 

Using this classification^ the sixty-four teachers 
provided for Title I classes (those observed and inter- 
viewed for the study) exhibit the following preparation; 



Table 1? 

Taxonomy of Teacher Preparation 



Regular 


Untrained 


Trained 


Clap'"’2oom 


Remedial 


Remedial 


30 


9 


25 



Those teachers varied in e^q^erionco from none to 
thirty-nine years with a considerable number over the 
ton-year mark. Formal preparation ranged from non- 
degroe programs to Master's Degree plus thirty credits. 
Though many more trained remedial reading teachers were 
involved in Phase II than in Phase I, it is still 
obvious that more than half the Title I teachers were 
not formally trained to assume the positions they held. 
In part, many districts attenuated to provide the 
additional training needed through reading workshops or 
specialized in-service sessions for potential Title I 
teachers. 

Generally, the sixteen Title I projects examined in 
Phase II provided help for teachers through: 

a. intensive two day to two week workshops prior 
to the projects' beginnings — with or without 
continuing in-sei 7ice meetings ; 

b. periodic in-service training throughout the 
school year. 

In either case, specialized help in teaching reading 
was usually offered by university consultants or 
qualified directors of reading programs from the local 
school district itself or a nearby system. A few 
districts augmented this instruction with sessions by 
child development, curriculum, or tests and measure- 
ments specialists. 

As part of its in-service or workshop plan, a 
district utilizing teacher aides invariably provided 
special orientation sessions for them. Again, the 
scope and content of those programs varied greatly 
but generally followed the pattern of short intensive 



workshops reinforcod with periodic mootings thereafter. 
Eight Title I projects of the sixteen in the study 
omployod teacher aides. 

3. Materials . An extensive listing gathered from inventories 
of all projects in the study appears in Appendices E and 
P . This con5)ilation, assembled by research assistants 
during visits to each district, reflects a broad range 
in materials selection. Further, Idie list illustrates 
the basically traditional nature of such selections. One 
imist, however, recognize how sparsely equipped were many 
Northern Appalachia Title I schools prior to federal aid 
for specialized instruction. Remedia]. help for some 
pupils in a number of these districts dates from the 
initiation of Title I projects^ for others, those projects 
meant the first concerted effort to help was now possible. 

While the Interim Report recorded the Phase I initial 
tendency of many districts to emphasize acquiring books, 
machines, and other materials necessary for reading 
instruction. Phase II saw limited expenditures of this 
kind, amd increased concentration on instruction. 

The relationship between achievement and materials 
will be cited later, but it seems appropriate to mention 
those teacher -devised materials commonly used. Appendix D 
catalogues ”Some Teaching Practices Observed in Title I 
Classes in Maryland, Ohio, Pennsylvania, and West Virginia. " 
Many teachers observed by the research team seemed 
particularly able to structure homemade materials for 
stimulating competition or motivating reading. Though 
this is commendable in itself and though researchers 
observed many effective uses of "reading caterpillars" 

(a new segment is added for each story read) or "automobile 
racetracks" (a car for each student records his progress 
in numbers of books road), by and large teachers did not 
manage inn.ovativo marriages of content and technique. 

Such ingenious plans as those of a teacher in district §6 
(see Appendix D-5>last item), combining motivation, 
reinforcement, and reward in a multiple skill endeavor 
in which learning became an active process were all too 
rare. For the most part matorials were commercially 
purchased and used in traditional and sometimes pedestrian 
ways. 

i+. Facilities . For at least seven of the sixteen districts 
studied in Phase II, providing classroom facilities for 
Title I projects became a difficult problem. Not only 
because some schools in particular sectors of a district 
were overcrowded, but also because so many Northern 
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Appalachia school districts have boon without funds 
necessary to expand buildings or ei'oct new ones^ 
finding extra classrooms was sometimes impossible. 
Administrators and teachers showed commendable 
ingenuity in these situations. Title I classes or 
laboratory sessions wore observed in an abandoned 
church, sectioned-off corners of classrooms, or 
cafeterias, school medical rooms, principals' offices, 
converted bookrooms, and refurbished basement rooms. 

In many cases these new quarters had been efficiently 
adapted to small groap needs. However, a significant 
number of sites assigned for Title I instruction could 
not offer optimum conditions for the kinds of teaching 
planned and so sorely needed. A smaller number were 
inadequate enough to seriously inhibit effective 
instruction. Particularly disconcerting were cafeteria 
or soctioned-off accommodations where noise and bustle 
disturbed learners. 

Mien rural districts with one or two room schools 
faced housing dilemmas, they sometimes turned to portable 
mo+al classrooms to add combination Title I Library and 
insti^ction facilities. In every instance, but notably 
in Districts ^7 j 10, and 13 , therjc additions proved 
tremendously effective. Whether it was necessary to 
erect a portable classroom on a front lawn, in playground 
or parking lot“-each of those was utilized by some 
district in the study— the attendant flexibility this 
extra space gave to each program was significant. 

!^t curriculum flexibility is not the only advantage 
utilizing such structures seemed to offer. The psycho- 
logical lift, the poor stature, given many Title I students 
by their association with new facilities has already been 
mentioned. However, it seemed to the researchers that 
the educational stimulus engendered in back country 
locations where '^newness** is so rare--and hardly over 
connected 'rith a school building — sometimes onconpassed 
the school community in its entirety. Whore parents were 
caught up with Title I endeavors, as they certainly were 
in District j$^13, this stimulus appeared especially 
valuable . 

A welcome and unpredicted factor in facility planning 
for a third of the districts studied was the degree in 
which school personnel worked to improve equipment or 
accommodations and to save money. When commercial equip- 
ment seemed exorbitantly priced, some schools tui’ned to 
Industrial Arts students and teachers, to janitors and 



maintcnancG man. As a result homomade librai’y or 
lab tables^ bookcases^ indeed an earphone and tape 
relay system were provided Title I projects at nominal 
cost. This^ tooj in its own way, nurtured an 
involvement with education in some places where there 
had been none before. 



V. 



DISCUSSION 



A cautionary word about the limitations of standardized 
testing: Achievement tests arO;, by their very nature, special 

occurrences which place considerable strain apon many students. 
Beyond this factor such mechanical variables as techniques used 
in administering tests or variables in pupils’ willirigness uo 
guess rather than omit particular items complicate the most 
astute interpretations. Also, as Harold ELigh indicates, recent 
•’empirical research suggests that further consideration be given 
to tlrie differentiation of test norms” because norm scores do 
differ ’’with respect to sex or locale.” ( Review of Educational 
Research, February, 1965) It is not surprising, therefore, that 
the best tests devised do not have the capacity to assess all the 
qualities which make a good or poor reader. 

Frequently, measiirement psychologists are less prone to 
draw esqaansive inferences from bhe devices they develop than are 
teachers, admiinistrators or laymen. One shouti doubly enphasize 
this point when considering experimental programs. Variables in 
student background and motivation, in teacher personality and 
eirphasis, or in approach to the Title I reading program and to 
measurement itself demonstrate that no single factor can bo 
responsible for achievement or change in achievement. Indeed, 
complexities involved in new programs — ^vrhich often provide 
startlingly different environment, or result in an altered 
social-emotional classroom climate — deserve at least as much 
interpretation as do raw reading scores. When youngsters 
experience reading instruction in ways they never faced before, 
tremendous flux in aspiration and inspiration levels seems 
inevitable . 

It should, then bo quite apparent that the research team 
discredits the ”a3.1 or nothing fallacy,” the lino of reasoning 
insisting that tests must tell the whole story or they tell 
nothing at all (see Henry S. Dyer, ’’The Possibility of Producing 
Useful Proficiency Tests in English,” PMLA, May 1966). Rather, 
the Gates Reading Siirvey and the Reading Attitude Inventory 
provide inportant partial information; together they are 
useful barometers to aid assessment of the impact achieved 
throu^ Title I reading projects. Observations of instruction, 
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interviews with teachers, and common sense indicate that a 
considerable amount of the progress being made by Title I 
students was not reflected by achievement performances, 
distances of growth in self-confidence, concept formation, 
independent reading and improved work-study skills were 
attributed directly to Title I instruction, yet were not 

^ achievement tests. It is not 

uJLikely that the most valuable dividends occurring from a 
student >s participation in a Title I reading program may be 
these cumulative gains in peripheral areas. Such latency 

in growth factors has been commonly recognized in experimental 
programs . 



Characteristics of Title I Instruction 



In any observational and interview report of this 
nature, inevitably various areas will intertwine. And so it 
has been with the researchers* reports on pupils, teachers, 
materials, and facilities found in the preceding section. In 
a sense all these reveal the general character of Title I 
instruction in schools observed within Northern Appalachia; 
tnerefore, the intent in this section is to offer both summary 

and specific observations. In this spirit the following seem 
most relevant : 

a. School Districts used a variety of guidance' and 
testing sources to identify those among their 
economically qualified pupils who needed special 
reading instruction. 

b. Students tested, observed, interviewed for this 
study exhibited a distinct cultural and academic 
malnutrition. 

c. The Title I projects observed provided facilities, 
materials, teachers and specialized instruction 
in locations where remedial reading help was 
limited or non-existent in the past. 

d. Fewer than half the teachers involved in Title I 
instruction had received formal training in remedial 
reading as defined by the research group; however, 

various in-service programs attempted to aid Title I 
teachers. 

e. Eight projects within the sixteen participating in 
the study utilized teacher aides who received 
orientation and instruction in varied degree. 



f . The cumulative effects inherent in districts 
historically 'unable to replace old or outmoded 
school plants made finding adequate Title I 
space a serious problem. A wide spectrum of 
ingenious but sometimes inadequate arrangements 
evolved. 

g. Generally, experiences with portable classrooms 
proved quite promising from physical, curricular, 
and morale viewpoints. 

h. Most instruction observed was traditional by 
nature— -phonovisual chart drills, reading aloud, 
vocabulary games. Though researchers encountered 
considerable curricular innovation, imaginative 
materials, not imaginative instructional techniques, 
seemed the rule. 

i. A noticeable strength in four of the sixteen 
projects was the value wrou^t from well-planned 
and executed field trips. The trips enlarged 
students' experiential worlds 5 experiences were 
frequently reiriforced in reading class. 



As indicated earlier. Title I projects in the Northern 
Appalachia area faced serious and coirpiex problems in staffing 
and in procuring adequate facilities. 

School districts which have historically operated on 
minimal budgets cumulatively pyramid their deficiencies to a 
point where long range programs of aid are the only solution. 
Thus schools that have had to postpone adding new classrooms, 
expanding curriculum, creating libraries, hiring remedial 
personnel — and have had to postpone these improvements endlessly 
too often have learned to accept doing without. No one expects 
much in the way of special help for slow students 5 few miss the 
chance to use a library that never existed. No one misses the 
smaller sized class since all classes have always held thirty- 
five or so 5 soon no one plans projects requiring conference 
rooms or reading labs — all this fades into plans for someday. 

But "somedays” fail to materialize. 

Recruiting teachers, for many districts, proved to be 
the major barrier to getting Title I projects underway. In 
fact, some districts had program and facilities ready months 
before it was possible to procure an instructor. Obviously, 
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where general conditions for teaching are not c.^ Vx*active, it 
is not going to be easy to hire teachers even when money is 
available as it had not been before. School districts 
located in isolated rural or mountain areas, those in 
significantly depressed areas, those with facilities sadly 
outmoded for many decades could not attract reading teachers 
simply because they had money enou^ to hire some for the 
first time. 

When Title I teachers were lured from classrooms 
where they had performed admirably as regular teachers. 

Title I’s gain was sometimes the regular curriculum's loss: 
it was not always possible to replace such teachers with 
efficient, certified personnel. In these instances, one 
could note considerable Title I achievement, but measuring 
the effect on regular instruction — i:f such measurement were 
possible — migh'*, modify the. total picture. 

Among those projects recording considerable gains, 
however, it is interesting to note that; 

1 . teachers were about evenly divided, in 
preparation for roles in remedial reading, 
among the trained and the untrained or 
regular classroom teachers 5 

2 . workshop or in-service training for remedial 
reading instruction and Title I efforts favored 
a short pre -program orientation fol3 wed by long 
term, on-going in-service work — usually including 
bi-monthly meetings. A notable exception was 
District 13 where an extensive pre-project plan 
was linked to a comprehensive and meaningful on- 
going, in-service workshop series^ 

3. the adequacy or inadequacy of facilities or 
general program conditions seems to have affected 
teacher performance. For example, in a district 
where a teacher used regular classrooms for part 
of each week but hauled mechanical equipment and 
materials to rural schools offering minimal space 
and facilities during the rest of the week, a 
noticeable diminishing of achievement occurred. 

While five of the nine districts recording the hipest 
gains in various subscores utilized teacher aides, it should be 
recognized that a marked increase in using teacher aides 
occurred in Phase II as compared to Phase I. Further, the same 
schools scoring quite well in one or more subtest area often 
fell among the lowest scoring districts in another subtest 
section. Generally, where one or more areas. Speed and Accuracy 
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or Vocabulary, for example, were eir5>hasized the other area 
suffered. This result was obtained without seeming relevance to 
use of teacher aides or length of in-service preparation. 

Since the ratio of teacher aides in the programs 
scoring among the highest achieving districts was directly 
proportionate to the number utilized in the entire project, 
the relationship between teacher aide progj^ams and achieve- 
ment could not be designated as markedly positive. It should 
be reported, however, thcit all districts claimed distinct 
advantages for teacher aide programs. Bases for such claims 
were founded in teacher morale, teacher-pupil contact hoxu*s, 
teacher planning time. To these obvious and desirable results, 
the research team would add one extension; when teacher aides 
assumed routine or mechanical chores for a teacher, the latter 
frequently was able to execute tutorial or small group 
instruction in a depth and frequency beyond that of projects 
where the teacher was responsible for all duties no matter how 
clerical. Time spent in secretarial chores is hardly time 
spent as a remedial reading instructor. 

Beyond the foregoing, two items pertaining to general 
instruction deserve comment. These are family and community 
involvement and field trips as a learning experience. 

At best only a few projects made more than cursory 
atten5>ts to involve parents or community in Title I endeavors. 
Typically, community or family liason revolved about resource 
persons utilized as classroom visitors or consultants to 
faculty. Sometimes, field trips to historical or business 
sites brought Title I and community leaders together, but then 
parents were rarely involved except as chaperones. 

The potential inherent in imaginatively planning for 
parental reinforcement is best illustrated by Districts ii. and 
13. The former's "Saturday Clubs" used many parents as adult 
leaders ( more than chaperones since parents were encouraged to 
share their childrens' experiences) and as instructors. Club 
groups, a regular Saturday part of Title I, enconpassed 
historical-travel, art, music, physical education, and dancing. 
These experiences are precisely those culturally deprived 
children have not had at home. To offer them artistic, travel, 
sports opportunities — on a regular basis and in conjunction 
with adult and parental experience — seems to the evaluatj.on 
team to engender interest and reinforcement in homes where 
there had traditionally been little. That teachers drew upon 
these experiences .in remedial reading classes in order to 
expand vocabulary, stimulate reading experience, broaden 
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general understanding was evident to research observers. 



District 13 was extremely successful in bringing 
parents into rural Title I libraries. This success was 
achieved, in a gradual manner, by ingtiious means. In 
order to get cultural materials into homes where resources 
were limited. District 13 established a lending library for 
art objects as part of its Title I readiLng library. Adjustable 
frames were provided for tastefully chosen reproductions j child 
or parent coiild select picture, match it to a frame, take it 
home on loan. Slowly, parents were encouraged to use the adult 
reading material in the Title I libraries — books and magazines — 
on the theory that such exposure, if extended to the home, 
would help classroom efforts through reinforcement. That the 
theory proved practical was evident to researchers through the 
high lendj-ng rate for art objects, a dramatic increase in 
parental patronage of libraries as the project grew older, the 
relatively high subscore achievement of this district, and — 
most importantly — an observable change in pupil morale and 
self-image. 

When children whose existence has been unduly narrowed 
have the chance to see the world as so many middle-class 
youngsters view it every Sunday afternoon, active learning can 
replace passive resistance. Only a few Title I projects made 
outstanding use of field trip possibilities as a planned part 
of their programs. As defined by the researchers, outstanding 
field trips means those districts which selected the educationally 
viable experience over the convenient journey and regularly 
synthesized reading instruction with experiential background. 

Among notable achievements beyond the Saturday Clubs 
mentioned above. District 12 's trips to wild-life preserves, 
historical sites, cultural events — ^with close concommitant use 
of these experiences in class — seem relevant. This district's 
"controlled group-living" phase where students combined over- 
night trips to the forest with academic Instruction appears to 
the evaluators to exertplify an innovative spirit all too rare 
in Title I planning. 
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VI. CONCLUSIONS AND IMPLICATIONS 



Based upon the results of baseline and terminal reading 
achievement data, observation and interview reports, socio- 
economic conditions in school attendance areas, and student 
re^onse to a reading attitude inventory, the following 
conclusions about Northern Appalachian Title I programs studied 
during Phase II are posited by the research teairu 

1. The general iir5)act of Title I projects is 
considered to have been substantial for 
youngsters who have previously not been 
able to make “normal progress” in developing 
reading skills. If, by normal standards, these 
programs are still marginal, by previously 
existing conditions, they are a quantum step 
forward. 

2. Many children making minimal progress — or 
slowly regressing when compared with normal 
progress of their peers — responded well to 
individualized help. A considerable number made 
discernible progress toward personal reading 
goals. 

3. It is possible, given the appropriate emphasis 
in the program, to substantially iirprove the 
reading speed and accuracy of students who 
begin the program at average or near average 
levels. Attempts to iitprove reading speed of 
pupils who are initially low produce more 
modest results. Programs which do not emphasize 
speed and accuracy may actually show a net loss 
in this one dimension of readjjig skill when 
compared with normal grade-level progress. While 
speed and accuracy lend themselves to short range 
iiT5)rovement, vocabulary and comprehension require 
long term projects where stages of exposure and 
reinforcement may be developed. 
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1|. Though rural areas, small towns, and large 
cities all yielded school districts among 
the higliest-gaining projects, the greater 
gains, statistically, were made in rural 
areas. Particularly at the seventh grade 
level, pupils in rui’al areas seemed more 
involved with their schools' projects. 

Perhaps rural living is less distracting to 
students this age than small town or city 
life is to their counterparts in these areas. 

No rnoral district placed among the lowest* 
gaining projects at the fourth grade level. 

The majority of school districts in this 
study were making their first concerted 
attempt at remedial reading instruction as 
a result of Title I support. Expenditure 
emphasis in Phase II was upon instructional 
personnel and curricu3.ar improvement through 
in-service or consultant programs. 

6. A significant number of projects — the greatest 
gaining schools among them — made overt progress 
in— 

a. altering demeaning social and economic 
stature of Title I pupils X’Jho had little 
status in regular classrooms j 

b. physically changing school environment 
with inproved facilities and creative 
materials ; 

c. individualizing instruction throu^ small 
groups, tutorial help, or teacher aide 
assistance . 

7 . Over half the teachers enployed in Title I programs 
as remedial reading specialists were not formally 
trained. The most succesrful projects provided 
initial and continuing in-service training for 
teachers and other personnel, especially teacher 
aides. 

8. Title I projects were strong catalysts in 
bringing young teachers who had left the 
profession to raise fami3,ies back into class- 
room service. 



9. Inability to attract qualified teachers vjas the 
single most serious obstacle to setting up 
effective Title I projects in remote areas 
served by traditionally poorly-financed school 
districts. Inadequate facilities was the second 
most difficu3.t problem. 

10. Conventional teaching techniques with little 
attention to perfecting a union of irjiovative 
materia], and imaginative instruction was the 
rule rather than the exception in a majority of 
Title I px ejects. 

11. Under appropriate conditions, reading attitude 
can be altered significantly at the fourth grade 
level. Individual pupils recorded some dramatic 
changes in attitude. Generally, as measured by 
the Attitude Inventory, seventh grade students* 
feelings about reading were more deeply set, much 
harder to alter than those of fourth grade pupils. 
This implies a serious need for a depth study of 
Title I programs aimed at the secondary school 
level. 

12. No significant relationship appeared between 
the reading progress of public and non-public 
school children who received Title I supported 
instruction. 

13. Outstanding use of field trips adapted to the 
goals of reading projects was realized by only 
a few school districts. The role played by 
broadened experientia]. backgrounds in relation- 
ship to language skills needs further eijploration 
and study. 

lk» Though tw' projects achieved unusual success in 

gaining family and community involvement, attempts 
to plan such an outcome were rare. One of these 
projects was, statistically, among the highest 
gaining of all districts. 
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VII. RECOMMENDATIONS 



In 'view of "the experience of the Pennsylvania State 
University research team during this study^ the following 
recommendations are offered: 

1. that detailed studies be made of Title I^ 
programs realizing exceptional success with 
concurrent provision for disseminating their 
procedures to schools inexperienced in or 
realizing moderate success with Title I 
projects 5 

2. that overall financial aid to schools for use 
in programs for disadvantaged students be 
continued and expanded to enable programs to 
mature 5 

3. that continuity in the educational effort to 
help Title I students be insured through long- 
term (five and ten year) flexible plann'ing so 
that poor districts can better attract 
professional personnel and better initiate 
meaningful programs without undue financial 
apprehension; 

Ij., that extended studies of some pupils' post- 
Title I Project progress be executed; 

5. that new and existing Title I programs be 
encouraged to plan for — 

a. more involvement of parents and communities; 

b. a wider and more relevant use of field trips 
in a general quest for more active leaiTiiiig 
opportunities for pupils; 

c. better and more extensive use of consultants 
in the context of on-going, in-service help 
for teachers and teacher-aides; 



6. that a wholesale reappraisal of the fecial 
needs of Title I pupils who are at grade seven 
and above be undertaken with the e^jpress intent 
of helping them become functional readers in 
adult Americans social and economjLC mainstream. 

There can be no question but that the schools studied 
are not financially able to assist pupils with special reading 
problems; without economic support, many Northern Appalachia ^ 
schools are almost totally lacldng in the personnel, facilities, 
materials necessary to help those who fall behind. Indeed, 
some of these schools are hard-pressed to rim an average 
program for ''average” students. Ignoring disadvantaged chil^en 
or curtailing programs underway merely places such students in 
situations where inadequate opportunity puts them continually 
further behind their peers. That considerable impact can be 
made by support of programs specially designed to aid these 
youngsters seems obvious from our study* 



SUMMARY 



TITLE t The Impact of PI89-IO Title Activities on the Reading 
Conpetence of Elementary and Secondary School Learners. 

PURPOSE: The overall purpose of this evaluation was to determine 

whether Title I federally-supported local education 
programs have had significant impact on the reading 
competencies of elementary and secondary school pupils 
in Northern Appalachia. 

STUDY PROCEDURE: The research team chose to assess fourth and 

seventh grade reading programs for two major reasons: 
(1) most proposals submitted for State Education 
Department approval sought support to iirprove reading 
and language facility^ (2) reading conpetence is basic 
to all school progress and its lack has been Identified 
as a major deterrent to academic success at all grade 
levels. Study samples were taken from seventy-four 
different schools involving lh29 students in sixteen 
school districts within the Northern Appalachia area 
of Maryland, Ohio, Pennsylvania, and West Virginia. 
These districts were situated in divergent environ- 
ments ranging from ^arsely populated rural areas of 
1,200 persons to a relatively large city of 8U,000. 
Major income sources were day labor, agriculture, and 
industry. Typically, unemployment percentages were 
appreciable, three to six times national norms 5 many 
families were receiving welfare assistance. Within 
each school district studied, seven to sixty percent 
of the total number of families in residence qualified 
for Title I aid. Research procedure included a four- 
fold approach: 

1. testing with Gates Reading Survey and a Reading 
Attitude Inventory (especially designed for this 
project) both before and after each project^ 

2. on-site classroom observation at varying stages 
during each project^ 

3. interviews with teachers, pupils, administrators 
at varied times during each project^ 

U. examination and cataloging of materials purchased 
for each project as well as techniques used in 
their classroom inplementation. 
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This plan enabled our staff to chart pupil reading 
progress during the time ^an covered by each project 
in the study. Since the Gates Reading Survey scores 
Speed and Accuracy, Vocabulary, and Con5)rehension, it 
was possible to graph gain or loss on an individual 
and on a project basis in these three separate areas. 
Furthermore, the Attitude Inventory permitted recording 
of ^ecial changes in pupils' feelings about general 
(e.g., the amount of time spent in school on reading) 
and particular (e.g., history) reading areas. Sending 
professors and trained assistants into classrooms 
provided first-hand observational and interview data 
with which to correlate statistical change. In 
addition, collecting information about the teaching 
materials bought for each project and the ways these 
items were incorporated into the overall project plan 
resulted in a more comprehensive understanding of 
individual projects and of the total Title I impact 
upon reading classes. 

The resesrch team consisted of three Pennsylvania 
State University faculty curriculum specialists — in 
reading, measurement, and English; foiir graduate 
assistants — specialists in reading, tests and measure- 
ments, and curriculum — all with e3q)erience in classroom 
teaching. When needed, appropriately qualified reading, 
psychology, and sociology advisors functioned as 
support personnel. 

FINDINGS: The study sanple as a total group was not greatly 

deficient in con^prehension ability or in vocabulary; 
however, the group was considerably behind its peers 
in basic skills, in speed and accuracy, in attitudes 
about reading, in ability and desire to articulate 
ideas. In seemingly similar reading programs, local 
educational agencies were actually aiming at widely 
divergent goals. For some, primary intent was to 
change self-image; others worked toward increased 
reading speed and accuracy or skill in phonetic 
identification. Principal findings indicated Ihat: 

1. Both fourth and seventh grades recorded tota.' 
reading gains of approximately four months, after 
projects of varied length during the 1966-6? 
school year. Many schools and individuals 
recorded larger gains in various subtest areas. 

2. The most dramatic gains were in the Speed and 
Accuracy subtest area. 
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3. No statistical significance was revealed in a 
comparison of scores for public and non-public 
school children. 

h» With appropriate project emphasis, reading 
attitude can be altered significantly, at the 
fourth grade level. Seventh grade pupils attitudes 
about reading were difficult to change. 

5. Most schools were desperately in need of the 
Title I assistance provided. For a majority with 
inadequate finances, facilities, and program, 

these Reading Projects represented a first concerted 
effort at individual remedial aid for their students. 

6. Once federal funds were provided, attracting 
qualified teachers and finding adequate space were 
the primary difficulties encountered in setting 

up Title I programs. 

7. Statistically, greatest reading gains were made 
by fourth grade classes in rural areas. Wo rural 
district placed among the lowest gaining projects 
at the fourth grade level. 

8. Commendable progress was made by the majority of 
districts in individualizing instruction and 
altering demeaning social and academic stature of 
disadvantaged students. 

9. Over half the teachers employed in Title I projects 
as remedial reading specialists were not formally 
trained for those positions. The most successful 
projects offered in-service training for Title I 
personnel. Teacher-aides were used by eight of 
the sixteen school districts studied. Generally, 
utilizing teacher-aides proved extremely effective. 

10, Immediately after Title I funding, most school 
districts concentrated on purchasing materials; 
however, Phase II — school year 1966-6? — saw strong 
emphasis on personnel and curriculum. 

11. Though imaginative materials, developed commercially 
or by Title I teachers, were abundant, conventional 
teaching methods predominated. Instruction was 
rarely as creative as the situation demanded. 
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12. Two projects realized outstanding success at 
involving parents and community. Only a few 
school districts used field trips as effectively 
as they could have or related them closely to 
goals of reading programs. 

CONCLUSIONS: Though modest when considered in absolute terms 

and compared with national norm groups, the general 
impact of Title I projects upon reading competencies 
is considered substantial for these youngsters who 
have previously not beer able to make '’normal*' 
progress in developing reading skills. Further, it 
is concluded that: 

1. in the majority of cases static conditions or 
outright regression was arrested as most projects 
made discernible progress toward individual reading 
goals 3 

2. many children making slow progress before enter jjig 
a Title I program re ponded well to the indivj-dual 
help and accelerated in overall development) 

3. a number of schools which were able to offer 
adequate reading programs for the first time (due 
to federal support) realized extraordinary success) 

h. it is possible, given appropriate emphasis, to 
substantially improve reading speed and accuracy 
in relatively short term programs. Vocabulary and 
comprehension require long term exposure and 
reinforcement. 

5. the greatest gains were made in rural areas and 
small towns with average to low general economy) 

6. the greatest gains were recorded by school districts 
which — 



a. succeeded in altering demeaning social and 
economic environments) 

b. within a changed school environment offered 
new programs replete with efficient but 
innovative instruction) 

c. used small groups as an instructional unit 
(ten or fewer pupils) and met three to five 
times per week) 
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d. provided initial and on-going training for 
teachers involved in Title I projects. 

7. In a few instances individual projects were 
remarkably effective in involving pupils* 
families and in improving not only the student's 
self-image but that of his parents as well. 

GENERAL INTERPRETATION AND IMHilCATIONS: 

Unquestionably, the schools studied are not financially 
ab” a to assist pupils with special reading problems 5 
without economic support, many Northern Appalachia 
schools are almost totally la king in the personnel, 
facilities, materials necessary to help those who fall 
behind. Indeed, some of these schools are hard-pressed 
to run an average program for "average" students. 
Ignoring disadvantaged children or curtailing programs 
underway merely places such students in situations 
where inadequate opportunity puts them continually 
further behind their peers. That considerable impact 
can be made by support of programs especi-lLly 
designed to aid these youngsters seems obvious from ^ 
our study. In light of its findings, the Pennsylvania 
State University Title I research team recommends 
that: 

1. detailed studies be made of successful Title I 
programs with provision for disseminating effective 
procedures to schools needing this informationj 

2. financial aid to schools for use in programs of 
compensatory education be continued and esqpanded 
to enable these programs to mature; 

3. continuity in educational effort to help Title I 
pupils be insured through long-term — five and ten 
year — planning and budgeting; 

Ir. extended studies of some pupils' post-Title I 
Project progress be undertaken; 

new and existing Title I programs be encouraged 
to plan for parental and community involvement, 
using relevant field trips as active learning 
opportunities ; 
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6. schools seek consultant aid in preparing ongoing^ 
in-ser'vlce programs for teachers and teacher- 
aides with the express puipose of demonstrating 
creative instructional techniques 5 

7 . a complete analysis be atteirpted to ascertain 
special needs of Title I students, grade seven 
and above, with a distinct purpose of helping 
them become practical readers in an adult 
society. 
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APPENDIX A 



Local School District Case Studies 
of Title I Pupils 



Reading Teacher 
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When he entered the reading laboratory .in September, his 
permanent record file revealed the following information: 

Grade Placement - Four 

Chrono.i ogical Age - 10 years 

I.Q. Scores: Grade one - li^9 Otis 

Grade thi’ee - 9k Hennon-Nelson 



All of his grades were very low, with every indication 
of severe reading problems. 

The first test, the Metropolitan Reading test, placed 
him on grade level 2.2. On the Allen and Bacon oral test he 
tested pre-primer school level. Other diagnosis and informal 
inventories showed tliat he was practically a non-reader as far 
as oral reading was concerned. He did, however, though he 
knew very few words, seem to glean some comprehension from the 
printed page as shown by the Metropolitan test. 

His I.Q., as measured by the Peabody Picture Vocabulary 
test, was 121. When given a listening story on tape, he would 
repeat the story to the teacher almost word for word. There was 
definite evidence of word blindness, functional in nature or 
dyslexic , 

Eis only sensory defect was a se"’ere speech problem that 
seemed to be one of the biggest reasons for reading problems. 

There were no family problems of consequence. The father 
is employed as a construction worker and is at home during the 
winter months. There are three children, one older and one 
younger than T — . The older boy also has reading problems. 

In a personal interview with his. mother, the teacher 
found that, during his first year of school, he had shown no 
interest at all. He nad developed no reading readiness j but 
was promoted to the second grade. He disliked his second grade 
teacher, so, made little progress. In the third grade, he Just 
drifted. Thus, he entered the fourth grade as a non-reader. 

His developmental history revealed that he had been 
rather slow in learning to walk and talk. As a toddler he was 
rather clumsy and showed evidence of poor muscular coordination. 
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At the present time he shows no evidence of physical 
or sensory problems except the immature speech. He is a very 
responsive and attractive child an.d usually **worms** his way 
into all hearts. 

The teacher began instruction with Tr-" by reviewing 
the alphabet 5 which he knew very wellj then she began basic 
phonics. This proved to be a lost cause. T— - was one of 
those children who are unable to get letter by letter sounding. 

A different approach was tried. T— ~ had experienced 

so much trouble in trying to say the sounds as the teacher 
wanted them that i.e just wouldn't try any more. 

Different things were tried until the teacher found that 

he would respond to what Dr. describes as "whole word 

phonics." He could associate sounds of words, using key words 
and associating initial sounds. 

He responded very well to a linguistic approach. By 
seeing the interrelationship airwDng letters in single one -syllable 
words, he was able to get some word attack skills that were 

workable for him. 

The reading teacher has been very fortunate, in this 
case, in having the full cooperation of the classroom teacher, 
who has worked with her in every way. Much invaluable aid was 
gained through the assistance and cooperation of a speech and 
hearing therapist. 

Along with linguistics, T — has been given controlled 
reader stories on a first grade level. He has gained much 
listening training and enrichment activities. He has read a 
library book (first grade level) about every day the last 
semester. 

The SRA linguistic program and also the Sullivan program 
(B.R.) have been used. At the present time T-t- is making 
excellent progress and is to be involved in a summer program. 

Test results have shown the following progress; 

September 2.2 
February 2 . 6 
May 3.3 

The most rewarding thing to us is his change in attitude. 
He now loves to read and reads everything he can. To quote his 

mother ; 
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IIT — just loves to read now. This is the 
first year anyone has taken any interest in 
him. We are very happy with his progress." 



R.B. entered the reading laboratory last September as 
a remedial student. Her permanent record file provided the 
following information: 



Grade Placement 
Chronological Age 
I.Q. Second Grade 
Fifth Grade 



- Six 

- 12 years ~ 9 months. 
-123 Lorge Thorndyke 

- 113 Hennon-Nelson 



She was administered the Metropolitan Reading test. 

A diagnosis of reading difficulties was carried on through 
further testing and informal inventories. These indicated 
definite weakness in word attack skills. The test results 
showed her reading at grade level 3»5» She rated higher on 
word knowledge than comprehension since she had been able to 
memorize words. Her school reports indicated reading 
difficulties from the first grade on. There seemed to be a 
great need for reading readiness and motivation. 

R. is a very attractive girl with no difficulties in 
special senses such as hearing^ vision or speech. Developmental 
history gave no indication of birth injury. Her developmental 
sequences were all within average range. There was no medical 
history that seemed responsible. There were, however, some 
family problems that seemed to have some bearing on her emotional 

stability. 

The parents are divorced with the mother having custody 
of the children. R. is the second child in a family of four. 

She is between two sisters who “iro high achievers in school. 

This very fact has given her a defeatist attitude. She has not 
been able to ezcell in school work or in games at home. 

She entered school in September before her sixth birth- 
day in December. For some reason, she disliked and feared her 
teacher; she cried every day and never really adjusted to the 
first grade. The second grade teacher, though ill -prepared, 
did seem to understand her and gave her love and understanding. 

She learned to like school; but, progressed very slowly because 
she had lost so much ground in the first grade that she could 
not keep up with her class. She was promoted to the third 
grade; then to the fourth. At this time, her mother realized^ 
that something must be done, so she asked the teacher to retain 
her in the fourth grade. 



o 
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During this fourth year she experienced more emotional 
problems. Her mother and father separated and the family was 
subject to scandal. This usually has a way of reaching 
Chilton in a very cruel way. Not only this, but she missed 
her father to whom she was quite devoted. These emotional 
upsets added to her frustrations so the repeated year of 
school was of little benefit. 



e-,*+,,n +4 ^ placed in a departmentalized 

situation with half the day spent with an inexperienced, though 

progressive teacher^ the other half with a very stem, conserva- 
tive teacher who stuck constantly with a basal text aoproach 
with no language e:5^erience or free reading time. There was 
also constant friction between the two teachers that kept the 
children in a continual state of tension. 



Mien R. entered the reading laboratory she was found to 
be q^te resigned to her role as the "dullest one in the family." 
The teacher’s first task was to convince her that she was not 

dull, but that she just had troubles that they, together, were 
going to correct. 



^ Remedial activities began with the alphabet, then basic 
phonics. R. read orally and reviewed the Dolch basic words. 

She started on the second grade level in the SRA reading labora- 
tory ^d was so thrilled with her successes that her personality 
seemed to change completely. She blossomed almost over night from 
a resigned failure to a hopeful, enthusiastic child. Her 
successes were giving her security that she had never had in 

school. The teacher let her move as rapidly as possible without 
meeting frustrations. 



READING ACTIVITIES 



R. used the controlled reader at least once a week to 
strengthen eye muscles and develop directional attack, always 
X'jith increases in speed and comprehension. At the end of each 
instructional period, she had free reading time. R. liked to 
read the high- interest lox^-level books that were on the shelves 
in the laboratory. 

She did cross-word puzzles built on synonyms and 
antonyms, analogous relationships, and contextual meanings to 
improve vocabulary. 

Much time was spent in developing listening skills. 
Sometimes the listening was just for fun and enrichment; 
sometimes it x-ias followed up with questions for measuring 
comprehension. Often tapes were made of the reading material 
so that she could read along with the teacher for reading 
expression. Choral reading was used by her group to increase 
oral expression. 

In February, she was tested again. R’s grade level had 
progressed to - exactly one years growth in the semester. 

The procedure for the remainder of the year was much 
the same. The teacher talked with her often to gain her 
confidence and give her the type x^ork that would help her most. 
She enjoyed being able to help plan activities that gave her 
successes. 

At the end of the fifth period she brought her report 
card for the teacher to see. They compared her progress 
between the first grading period and the fifth. Results were 
as follows; 



First period 


Reading 


D 


Fifth 


If 


tt 


Language 


D 


If 


It 


If 


Social S 


D 


If 


U 


It 


Science 


C 


ft 



B 

B 

C+ 

A- 



The final test 
of $,li thus a gain of 



in May gave her a grade placement score 
2 years - 2 months. 
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R. will be in the seventh grade next year and will 
still be a grade below her grade placement. She will continue 
to be assigned to the reading laboratory as a remedial 
student; but, should show a tremendous change in attitude. 

She has changed from a frustrated, nervous girl to a smiling 
more secure oiie who firmly believes that she can achieve her 
goals. 
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Post-Title I Reg. Classroom Pre-Title I Program 



M — 



Name 

Last 



Junior High School 
Year 1941 19 66 

First Midcae 



Home Room No. 209 



Credits 



Year Beginning Seventh Teacher's 



1965 


1 


2 


3 


k 


5 


Final 


Credits 


Signature 


Science 


p 


P 


p 


D 


0 


/) 




D~ 


Lib. Sci. 


C 


C 












c— 


Music 






p 


P 








c— 


Art 
















M— 


Reading 


c 


C 


c 


c 


c 


e 




D— 


Phys. Ed. 




p 


F 


F 


F 


F 




S— 


Geography 


V 


D 


p 


J) 


P 


D 




G— 


Math 


D 


D 


P 


p 




D 




H— 


En^ish 


P 


P 


P 






D 




L— 


Physical Train. 


































Home Room 


Times Tardy 


a 


o 


o 


o 


o 


o 




Teacher 


Times Absent 


y 


r 


V- 




7 






j— 



M — Junior Hi^ School 

Nam e Year 1966 1967 

Last First Middle 

Home Room No. 20lt Credits 



Year Beginning Eighth Teacher's 



19^ 


1 


2 


3 




5 


Final 


Credits 


Signature 


History 


c 


C 


C 










S— 


Reading 


c 


c 


a 










P— 


¥. Va. Hist. 
















R— 


English 


£ 


e: 


C 










P— 


Music 


P 


c' 


e 










c— 


Art 
















M— 


Phys. Ed. 


6 














S— 


Math 


c 


e 


G 










B— 


Science 


c 


c 


C 










L— 


Physical Train. 


































Home Room 
Teacher 
G— 


Times Tardy 
















Times Absent 


o 


/ 
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APPENDIX 0 



Sanple Observational Reports 



GE^JERAL INFORMATION: 



Mr. (Principal) einphasized that Title I funds in 

were spent mainly on personnel. A very comprehensive filmstrip 
concerning their Team-Teaching, Non-graded Program, was shown 
by the Principal. 

This type of team teaching was done in individual class- 
rooms. The planning, however, was team. 

All classes were non-graded, but the decision to work 
with a team was voluntary. 

SCHOOL — 

TEACHER — (a member of a team) 

GRADE 

Mrs. was part of a reading team. The children were 

on levels five -eleven (non-graded), or read on 2. 5-5. 5 reading 
levels. These children (third and fourth graders) were grouped 
on the basis of achievement tests and teacher evaluations. 

Mrs. had three reading groups (according to 

ability). There were 7-15 children in a group. She had a 
directed reading lesson with each group daily. Each group was 
held for approximately thirty minutes. 

Basal texts included Ginn, Scott Foresman, Allyn and 
Bacon, and Sheldon Readers. 

Her teaching procedure usually included: board work 

(skills in phonics), comprehension after reading a story, i.e., 
the usual procedure suggested by the manual. Most of her work 
with the children is done in groups' — the aide works with some 
children individually. 

Mrs. also prepares charts, word cards, and work- 

sheets for the reinforcement of certain skills. Vocabulary and 
dictionary skills are en5)hasized. 

According to Mrs. dramatization, along with 

research and library skills have proven to be very effective. 

She also varies seat work according to their needs. 

Since this was Friday, the class was working with their 

Weekly Readers. Mrs. had a directed reading lesson (using 

Weekly Readers) with individual groups, while the other children 
were working with dictionaries, or exercises in their Weekly 
Readers. Incidentally, the children did help in planning by 
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suggesting questions ■which they vianted to know about 
particular articles. 



Although was pleasant and positive in her 

approach, many children were restless, and not actually 
involved in the lesson. The physical conditions were 
adequate . 

All the teachers in this "team approach” had the same 
in-service meetings. These included two days of intensive 
study, with four or five other initial meetings, followed by 
weekly meetings. Provisions were made for planning periods 
at the same time for the teachers involved in the team 
approach so that they mi^t share their ideas. 

Mrs. (a young teacher) has taught for several 

years. She received her B.S. and M.S. degrees in Elementary 
Education. 



Note: 



The basal text used in -this school system is Scott, 
Foresman. 



School District — Elementary School 



TEACHER — Mrs. R. Seventh Graders 



This reading session was held in a portable classroom 
which also served as a library for this particular building. 

A teacher aide assisted Mrs. R. Mrs. R. had only been in 
remedial work since January, and was not aware of some of the 
questions asked about the program. 

Her background included the following: A B.S. degree 

in Elementary Education — no graduate work, but she had taught 
third grade for seven years. Because this was Mrs. R’s first 
year in remedial work, she l.'ad not had any in-service preparation 
prior to this appointment. She did mention the fact that one 
of her friends, who was a reading specialist, aided her from 
time to time. 

Mrs. R, taught four groups each day for a period of 
thirty minutes. These children were grouped homogeneously as 
* result of their scores on the Nelson Reading Survey and an 
Individual Diagnostic Reading Test. A preference or interest 
survey, along with a questionnaire concerning the home 
environment, were also administered. 

The children observed were seventh graders, reading 
on fourth grade level. There were ten children in the group, 
and the group method of instruction was used. At this 
particular session, one child was absent. The room was very 
attractive] the classroom climate was conducive to learning, 
and Mrs. R. related that the children were happy to come to 
the session. In fact, she said the children felt it was a 
privilege to be in this group. 

The entire session was spent reading a play which had 
been previously read by the children. ( Kitty Hawk ) Only seven 
out of the ten children present participated, although the 
teacher informed me that the others had read previously. Mrs. R. 
suggested that the play be recorded, and "Uie children seemed 
delighted at the prospect. The play was by no means dramatized, 
for the children were too bogged down with the reading. Further- 
more, the recorder did not record effectively, because the 
children were too far away. 



After the play, Mrs. R. spent the remainder of the 
period with constructive criticism and praise of their 
performance. Her manner was extremely pleasant and non- 
threatening. Her effort to elicit self-criticism was 
commendable, for it did indicate some attempt at teacher- 
pupil interaction. 

Althou^ Mrs. R. had previously implied that the 
older children enjoyed the class, she later contradicted this 
by saying that the younger children were more interesting to 
work with because of their enthusiasm. 

The usual procedure used in the reading of a story was 
the following: Vocabulary introduced, silent reading, 

discussion. Mrs. R. felt that among the most effective devices 
or techniques used were; playing games, letting children work 
at the flannel board, using the tape recorder, flash cards, 
phonics workbooks, and book reviews. (Most of these techniques 
were used with the younger children) 

Again, these children, although reading below grade 
level, read the regular readijig text in the classroom. This 
text was Ad~ventures in Reading by Harcourt and Brace. The text 
used in the remedial classroom was the Lippincott Basal Reading 
Series . 
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APPENDK D 



Some Teaching Practices Observed 
In Title I Classes In Maryland, 



Ohio, Pennsylvania, and 
West Virginia 




CHARTS AND DISPLAYS 



Displays 

A paper caterpillar with each segment representing a 
book the class has read — may be used as decoration 

Make a "race track" with a block representing every 
ten books read 

Build a mountain that represents spelling achievement 

Create a bookworm display for library participation 

A library display of books written by a native of the 
area becomes a highly motivating factor for these 
books relate to the children and their experiences 

Charts 



Children develop their own cards and small 10 by 10 
posters of "letters that work together" 

D'lake a chart featuring words the children are having 
trouble with. Include sentences using these words. 



GAMES 



Long Vowel Sounds Game 

Long vowels are written on the board and the class is 
divided into two teams. Each team^ in turn, is given 
a word orally by the teacher. If the word has a long 
vowel, the first team member writes it under the voxfel 
which sounded in the word and that team gets one point. 
If the word does not have a long vowel sound, the team 
member declares it and this also gives the team a point. 
This continues until one team accumulates 10 points. 

Variations of Bingo 

The children write vocabulary words from their reading 
lessons on a card which resembles a Bingo card. Each 
day they play Bingo with these cards; thus, helping 
them to learn their vocabulary. 
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Adapt commercially prepared vocabulary Bingo games 
to the needs of your group* For example, play Bingo 
using contractions. 

Play "Listen,” using words, instead of Bingo using 
numbers, to enhance word discrimination. 

Baseball Word Recognition 

The class is divided into teams and vocabulary flash 
cards are used. Non-recognition is a strike (in the 
baseball game) and recognition is a hit. 

Adapting Games to Fit Individual Needs 

Pinrchase word games commercially but adapt them to the 
needs of your group, i.e. "rummy" using words that have 
long "i" sounds. 

Guessing Game Using the Tape Recorder 

Children’s voices are taped, and the class then guesses 
whose voice they are hearjjig. 

Crossword Puzzles for Vocabulary Enrichment 



Crossword puzzles can be built on synonyms, antonyms, 
and analogous relationships; contextual meanings improve 
vocabulary. 

Competitive Word Games 

Teams are chosen. The teacher displays a vocabu'’ nry 
flash card and every child who can say the word remains 
standing. Those who do not know the word sit doim. 

The team with the most children standing wins. This 
game may also be played with two pupils who aim to go 
as far around the room or table as possible. 

Word Identification and Vowel Sounds 



A picture card is used for word identification. After 
the word is properly identified, a child places it in 
a house representing the proper vowel sound. There is 
a different house drai'jn on the blackboard for every 
vowel sound. 
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Consonant Stepping Stones 



Correct identification of consonants and tiieir soiinds 
enables children to be dismissed from class at the end 
of the period. 

Phonovisual Technique 

The phonovisual sound charts are used for this activity. 
Children are shovjn a picture^ and they must pronounce 
the word it represents. After a word has been pronounced 
correctly, children choose consonants from a magnetic 
board representing the "sound" of this word. 



Reinforcement of Consonant Sotmds 



Consonants and consonant blends, made from pipe-cleaners, 
are attached to the back of paper plates. Each child 
chooses a plate and must complete the sentence, "I could 
be a 3 " using the consonant or blend he has 

chosen. 

Each child pulls from a book a sheet of cardboard with 
a piece of string, cotton, flannel, etc., attached to 
it. He must identify the article and then drop it into 
a bag marked with the appropriate consonant. There 
should be a different bag for each consonant sound. 

Clapping Game to Check Vowels 

The teacher rapidly gives a list of words and the 
students are required to clap on those with a long 
vowel. Children who clap on the wrong word must sit 
down. 

Initial Consonant Game 



"I’m going to Pennsylvania and I’m going to take a 
p ? ." After each child supplies a word to fill 

the blank, change the initial consonant and start again. 

"TH" Sound Game 



Children are shown pictures which are to be identified. 
After this identification, the children state whether 
this word has a element (either initial, medial, or 
terminal) . 
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TTJnTVTDUAL RESPONSIBILITY PROJECTS 



Progress Charts 

Having each student keep his own progress chart 
develops responsibility while also providing 
motivation for improvement. 



Independent Work 

Post a schedule of activities the children are 
requirsd to complote within n three x^eek perio 
This encourages self-direction and allows the 
students to work independently at their own pace. 

Using Students* Ideas for Read ing Improvement 

Complete a list of things that the ^^ildren decide they 
need to do in order to improve their or^. 

Underneath each thing indicate an activity that will 

help them reach their goal. 



Vocabulary Builder 

Compilation of vocabulary words in notebooks can be 
done by the children. Vocabulary word games are^ 
effective for inspiring competition and encouraging 
students to learn more words. 



Experience Stories for Vocabul ary Building 

Individual folders, entitled "MI WORD LIST," may ^ade 
to include vocabulary words taken from stories written 

by the class. 



CHILDREN"^ CREATIVE EXPRESSI ON 

Chart to Encourage Creative Writing 

A chart is entitled "Write a Story About. ^ * 

Suggestions for stories include: Ify Earliest 

Memories s My Family 3 etc. 



Creative Writing 

The children can write poems about stories have 

read. Also, they can write stories or poems about 
pictures that are placed on a chart. 



Using Typewriters 



Allow the children to use the typewriter to write 
short paragraphs. This provides motivation for them 
to write. 

Field Trips 



Field trips serve as a hasis for extensive development 
of the children’s oral and written vocabiilary as they 
promote discussion and writing of experience stories. 

Using Equipment to Encourage Students to Improve Their 
Reading and Recitation Ability 

Let children use the tape recorder to tell and read 
stories, and then have them listen critically to their 

recordings. 

Book Covers for Reviews 

Book covers are designed by the children for booklets 
which include stories which are "First in Their 
Hearts. ..." 

Make Writing Interesting 

The children tell or write a story which the teacher 
types on construction paper using a machine t^t has 
large type. The children then illustrate their own 
stories . 

Individualized Story Books 

Children create stories and compile their own books. 
These encourage the students to be creative and can be 
useful for reading pracoice. 

PRACTICE STUDY SHEETS 

Vocabulary Lessons Adapted to Individual Needs 

Make an individual set of flash cards for each child 
of words he doesn’t know. (These words can be obtained 
from the Dolch Sight Vocabulary List and from reading 
materials the children use.) Children take their cards 
home and study them; each day the teacher listens to 
them say their words individually. When a child can 
pronounce every word in his pack of cards he should 
be given a new set. 



Class Drill for Practicinf; Eye-Spanninr; of Phrases 



The teacher pr^ares a dittoed sheet that includes a 
paragraph of explanation about how we hear words in 
patterns — the patterns expressing the meaning and 
thought of the words. The students learn eye-spanning 
of phrases by practicing the “patterns of words” that 
are a part of the printed hand-out. 

Exercises in an Inductive Approach to Reasoning 

After reading a story, ideas which can be irif erred 
from the actions in the story but which are not 
explicitly stated are presented. Students are to 
sujDply reasons to support the ideas. For exajple: 
Norman*. s bedroom was not on the first floor. From tiie 
story, ”... ran upstairs to change into old clothes . ” 

Reading Practice Sheets 



The teacher coirpiles interesting personal experiences 
and accomplishments of her students (both in and out 
of school) and distributes the typed copies or places 
these stories (in large type) on the bulletin board 
for students to read aloud. The students enjoy 
reading their own accomplishments as part of the lesson. 

MISCELLANEOUS 



Teacher-made Books to Satisfy Individual Needs 

To satisfy the varied interests of the children, a 
teacher may make books from old texts. This appeals 
to the individual reading interests of the children. 

Predictive Outcome - Motivation for Reading 

Before reading a story, the children formulate a 
possible outcome or ending which is based on a 
discussion of the story’s title and the illustrations. 
Such endings are written and read orally. Later, 
the children read the story to find out who predicted 
the ending correctly. 
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Rock and Roll I^usic 



Seventh grade children enjoy writing and reading the 
lyrics of Rock and Roll. Class lessons can be 
constructed around these lyrics. 

Pen Pals are a motivation to write 

Relating Materials to Home Experiences 

When television is a soxirce of common e3cperience,use 
it as such. Find out what programs the children watch 
and utilize words and sentences from related newspaper 
and magazine articles in your lessons. 

Illustrated Readings 

Accompany poetry readings and other taped selections 
with transparency illustrations. 

Oral Story Reading 

For oral reading practice, assign children roles to be 
recited individually and collectively. As the story 
evolves, have them create a mural by pinning cut-outs 
appropriate to their parts to a bulletin board. These 
cut-outs should be made in class. 

Utilization of Holidays as Unit Themes 

The birthdays of Lincoln and Washington, for example, 
are used as a theme combining social studies and 
reading. When presented as a school assembly program, 
a patriotic pageant consisting of choral readings, 
marches and dances provides psychological in^jetus and 
is of educational value. Some properties and costumes 
for this can be constructed in class. 

Purchasing candy and materials for Easter baskets 
provides an effective, real-life situation for solving 
arithmetic problems. 

Debates Involving Research 



These debates should be on current issues such as 
•'Should a Woman be President?” Research to sub- 
stantiate these arguments is required, and such 
sessions should always be taped. 




Overhead Pro .lector -• Learning Consonanl Blends 



Using a transparency with pictureSj have the children 
supply the consonant blend appropriate for each 
picture and write it under the picture. When the 
transparency is conpleted, the students can read the 
blends together. 

Flash Cards for Learning Consonant Sounds 

Words are written on flash cards with the consonant 
to be eriphasized in a different color than the rest 
of the word. 

Simulation Technique 

Children "imagine’’ what a raccoon’s life must be like. 

A paragraph is then read to negate or substantiate their 
beliefs This paragraph should be prepared by the 
teacher. 

Phonics and the Typewriter 

Pictures are put on the keys which denote the sound of 
the letters. When children recognize the sounds, they 
can type the alphabet and use the typewriter. When a 
student succeeds in typing the whole alphabet correctly — 
using only these sound pictures, his paper is signed and 
displayed. 

Vowel Lessons 



Make cinnamon crisps with icing and on each one place 
an alpha bit to represent one of the vowels. When a 
child identifies the vowel, he may eat the cinnamon 
crisp. 

Teacher’s Helpers and Role-Playing 

A puppet can be used to ask the children questions 
about what they have read since they may respond more 
readily to something like this than to a teacher. Also 
it can be used to help the children learn the alphabet 
and the sounds of the letters; as the students teach 
the sounds and letters to the puppet, they practice them. 









Using Story Material for Creative Expression and Language 
Drill 



After reading a story, each child may make his own kite 
and decorate it with a picture which represents a 
character from the story. Using the tail, con^iound 
words, divided correctly by llie children, can be 
separated into their roots, each part of the word being 
placed on one side of the string. Around the back 
edges they can place words with a medial vowel that is 
made long if a final "e" is added. The teacher supplies 
these short-vowel words; the children make them into 
long- vowel words and put them on their kites. Words 
that sound like "kite” and a sentence using some of 
these words can be thought of by the student and written 
in the middle of the back of the kite. This project 
can be adapted to any lesson, using the areas of grammar 
that the children need to practice. 
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APPENDIX E 



A Bibliography of Books and Materials 
Used by Some Title I Projects in Mary 
land, Ohio, Pennsylvania and West 



Virginia 



REGULAR BASAL READING SERIES 



Allyn and Bacon 
American Book Con]pany 
D. C. Heath and Company 
Ginn and Conpany 
Harper and Row 
Holt, Rinehart and Winston 



Houston Mifflin 
J. P. Lippincott 
Lyons and Carnahan 
Macmillan 
Scott, Foresman 
Silver Burdett 



SUPPLEMENTARY READING SERIES 
Dolch Basic Book Series Garrard Press 

Dolch Basic Vocabulary Books Garrard Press 

Golden Rule Series American Book Corrpany 

Literature Series Harcourt, Brace and VJorld 

Open Highways Sc. tt, Foresman 

Scholastic Literature Frontier Units 
Weekly Readers 



OTHER BASIC PROGRAMS (SYNTHETIC AND OTHER) 

PitFxan Publishing Coipany 



Initial Teaching Alphabet (ITA) 
Phono visual Method 
Programmed Reading (Sullivan) 
The Sound Way to Easy Reading 
Speech to Print Phonics 
Structural Reading 



Phonovisual Products 
Webster Division, McGraw-Hill 
Bremner-Davis 
Harcourt, Brace and World 
L. W. Singer Coipany, Inc. 



PRACTICE MTERIALS 



Building Reading Skills 


McCormick-Mathers 


Classroom Reading Clinic 


Webster Division, McGraw-Hill 


Conquests in Reading 


Webster Division, McGraw-Hill 


Design for Good Reading Series 


Harcourt, Brace and World 



Developmental Reading Text VJorkbook 

Series Bobbs-Merrill 



The Easy Way to Difficult Words 




Gates-Peardon Reading Exercises 


Bureau of Publications, Teachers 
College Press, Columbia University 


Listen-Hear Book Series 


Follett Publishing Company 


The Magic World of Dr. Spello 


Webster Division, McGraw-Hill 


McCall-Crabbs Standard Test 
Lessons in- Reading 


Bureau of Publications, Teachers 
College Press, Columbia University 


New Practice Readers 


Webster Division, McGraw-Hill 



Phonics in a Nutshell 



Phonics Skilltexts 


Charles E. Merrill Books 


Phonics We Use 


Lyons and Carnahan 


Reading for Meaning Series 


J. P. Lippincott 


Reading Laboratory 


Science Research Associates 


Reading Skill Builders 


Reader's Digest Services 


Reading Skilltexts 


Charles E. Merrill Books 


Reading Spectrum of Skills 


Macmillan 


Reading Thinking Skills 


Continental Press 


Specific Skill Series 


Bamell-Loft Ltd. 


Tactics in Reading 


Scott, Foresman 



The Turner Livingston Reading Series New York University Press 
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HIGH ™EREST low DIFFICULTY (HILD) mTERIALS 



American Adventure Series 

American Reading Roundtable Series 

Beginning to Read Series 

Button Books 

Dan Frontier Book Series 

Deep Sea Adventure Series 

FolltLore of the World Series 

How and IrJhy Books 

I Can Read Books 

Jim Forest Series 

Peter and the Rocket Series 

Pilot Library 

Sailor Jack Series 

Teen Age Tales- 

Torchbearer Library 

PICTURE AND OTHER DICTIONAIRES 
Atlases 

Beginning Dictionary 
Dictionary 

Encyclopedia Britannica 

Jr. Dictionary 

Ify ABC Book 

ly^ Little Pictionary 



Harper and Row 
American Book Company 
Follett Publishing Coirpany 
Benefic Press (Beckley-Cardy Co.) 
Follett Publishing Company 
Harr Wagner Publishing Company 
Garrard Press 
Charles E. Merrill Books 
Harper and Row 

Harr Wagner Publishing Coir5)any 
Benefic Press (Beckley-Cardy Co.) 
Science Research Associates^ Inc. 
Benefic Press (Beckley-Cardy Co.) 
D. C. Heath and Oonpany 
Harper and Row 

AMD OTHER REFERENCE MATERIALS 

Scott Foresman 

Thorndike and Barnhart 

Encyclopedia Britannica 
Educational Corporation 

Scott, Foresman 

Ginn and Cor«5)any 

Scott, Foresman 



Hjr Second Pictionary 



Scott, Foresman 



Webster’s New Practical School 
Dictionary 



Merriam Coirpany 



lyilSCELLANEQUS 



American Education Series 



Classic Tales 



Harper and Row 

Follett Publishing Company 



Comprehensive Power Series 



Educational Developmental 
Laboratories 



Condensed Books 



Reader's Digest Services, Inc. 



Craig Reading Program (America 



Grows Series) 

A Dog Named Penny 
Independent Word Perception 



Ginn and Company 



Language for Daily Use Series 



World Book Company 
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Learning Through Seeing 

Lts Classroom Reading Kit 

Reading Study Skills on American 
History 

Reading Study Skills on World 
History 

Tales of Jiminy Cricket Walt Disney, Inc. 

Teach Me to Read Series Double day 

Which Way Series Rand McNally 



MAGAZINES 
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Golden Magazine 
Scholastic Scope 



AIDS BI CHOOSIMj BOOKS FOR THE SLOW READER 



Fare for the Reluctant Reader 



Gateways to Readable Books 

Good Reading for Poor Readers 

Interest-Easy Reading for 
Junior and Senior High School 
Reluctant Readers 



Hi^ Interest-Low Vocabulary 
Reading Materials 

List of Books for Retarded Readers 



Reading List of High Interest-Low 
Vocabulary Books for Enriching 
Various Areas of the Curriculum 



Capitol City School Develop 
ment Association 

H. W. Wilson Company 

Garrard Press 



National Council of Teachers 
of English 



Boston University 

National Council of Teachers 
of English 



Reading Study Center, University 
of Connecticut 



APPENDIX F 



Audio-Visual Aids Used In 
Title I Classes In Maryland 
Ohio, Pennsylvania, and 
West Virginia 




A-V AIDS 



Charts 



Vowel Rules Chart 

The Sound Way to Easy Reading 

Building Pre-Reading Skills 

Syllable Chart 

Phonovisual Consonant Charts 

Phonovisual Vowel Charts 

Cards 

Dolch 220 Basic Sight Vocabulary 
Word Cards 

Dolch Picture Word Cards 
Dolch Popper Words 
Sight Phrase Cards 
Ginn Basic Card Set 
Flash Cards 

Basic Sight Words for Third 
Grade and Up 
Key Picture Cards 
Picture Cards for Pre-Primer and 
Primer 
Word Wheel 



Records 

The Sound Way to Easy Reading 
Songs in Reading Readiness Program 
Songs About Stories in the "Pre- 
Primer” 

Songs About Stories in the "Little 
Red Hen" 

Songs About Stories in "On Cherry 
Street" 

Let’s Listen 
Listen and Do Records 
Music Stories 

Instructional Sounds for Young 
Readers 

Phonics in a Nut Shell Record 
Record on Mark Twain 
Record on Mend Your Speech 
Record Sounds for Young Readers 
Walt Disney Records 



Allyn and Bacon, Inc. 
Breraner-Davis 
Ginn and Company 
Ginn and Company 
Phonovisual Products, Ihc. 
Phonovisual Products, Ihc. 



Garrard Press 

Garrard Press 

Garrard Press 

Garrard Press 

Ginn and Company 

Webster Division, McGraw-Hill 



Bremner-Davis 
Ginn and Company 

Ginn and Conpany 

Ginn and Conpany 

Ginn and Conpany 
Harcourt, Brace and World 
Houghton Mifflin 
The Jim Handy Organization 
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Games 



Dolch Bingo Games 
Group Sounding Game 
Group Word Teaching Game 
Phonic Rummy- 
Word Games 
SRA. Word Games 



Garrard Press 
Garrard Press 
Garrard Press 

Kenworthy Educational Services, Inc. 
Milton Bradley Company 
Science Research Associates 
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FILMS MD..F.ILMSTRIPS 

Captioned Filmstrips; 

'»Words— Their Origin and Use” 

"School Skills for Today and Tomorrow” 
"Exploring Punctuation" 

"Use Your Library for Better Grades 
and Fun Too" 

"Parts of Speech" 

"The Sentence" 

"Steps in Building a Paragraph" 
Curriculum Filmstrips ; 

Storybook Favorites, grades 1-3 ^ 
Stories to Read, grades 1-3, set 
Filmstrips for Controlled Reader 
Sounds We Use 

Set I, Consonant Sounds 
Set II, Vowel Sounds 
Harcourt-Brace Reading Training 
Films, Levels I and II 
Learning Through Seeing Filmstrip 
Kits for Primary, Intermediate, 
and Junior High 

LTS Junior High Tachist-o-film Kit 
LTS Senior Hi^ Tachist-o-film Kit 
Lyons and Carnahan Reading Training 
Films: grades U, ^,6 

Psycho technics Filmstrips for 
grades h-7 

Society for Visual Education 
Filmstrips 
Music S-bories 
It Happens in First Grade 



Educational Development Lab 
Ginn and Company 



Hare our t and Brace 
Learning Through Seeing 
Publishing Co. 

Learning Through Seeing Pub. Co. 
Learning Through Seeing Pub. Co. 
Lyons and Carnahan 



Psychotechnic s , Inc . 

Society for Visual Education 
The Jim Handy Organization 
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STORIES RECORDED ON TAPES 



Billy and Blaze and the Poppy Seed Cake 

Old Tales and New 

The Princess’ Slipper 

The Three Billy Goats Gruff 

Sleeping Beauty 

The Wolf and Red Riding Hood 

MECHANICAL AIDS AND OTHER EQUIPMENT 

Tachisto scope 
Tachomatic $00 Projector 
Tachist“ 0 -viewer (individual use) 

Shadowscope 
Controlled Reader 
Language Master 
Film Projector 
Film Pre-Viewer 

Filmstrip Projector with and without remote control 
Filmstrip Pre-Viewer 
Opaque Projector 

Overhead Projector with transparencies, coloring pens and 
mounting framer 

Projection Screen (portable type) 

Projection Screen (wall type) 

Projector Table 
Record Player 

Tape Recorder with Reels of tapes 
Ear Phones 

Reading Laboratory Student Stations (booths) 

Typewriter with large type (Primary) 

Portable chalkboard 
Chart stand 
Paper cutter 

Thermo-Fax Secretary Copying Machine 
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Reading /attitude Inventory 



HOW I FEEL ABOUT READING 



Here are some statements about reading. Some of the 
statements were made by boys and girls who liked to read, and 
some were made by boys and girls who do not like reading. 

We would like you to look at each statement and decide 
if you feel the same way about reading as the boy or girl who 
made the statement. 

If you ^ feel the same way, mark the A space for 
that statement on the answer sheet. 



If you do not feel the same way about reading as 
the person making the statement, mark the B space 
on the answer sheet. 



If you cannot decide how you feel about the state- 
ment, do not mark either A or B and go on to the 
next statement. 



How I Feel About Reading in School 



1* I wish we did not spend as much school time reading as we do* 

2. I do not have enough time to get all the reading done that 
my teacher wants me to do. 

3. I like to have the teacher call on me to read to the class. 

U. I would rather do other kinds of work in school than reading. 

5. I think I am a good reader. 

6. I wish my teacher would let me read more than she or he does 
in school. 

7. I need more time to read my work than other boys and girls 
in iTjy class. 

8. I am one of the better readers in my class. 

9. I am one of the poorer readers in my class. 

10. I read about as well as most other boys or girls in my class. 

11. I don’t tJiink that reading is very iirportant to me. 

12. I wish my teacher didn’t give us so much reading to do. 

13. I do not find my school books very interesting. 

i)| - I think reading helps me understand what the teacher tells 
us in class. 

1^. I can understand better when the teacher reads to me than 
when I read for myself. 

16. I like to read to other people. 

17. I like most of the stories in my reading book. 

18. I like to learn new words in the stories I read. 

19 . I think it is fun to study how to sound the letters in words 
that I don’t kno^' 

20. I don’t like to give the sounds in words because I don’t 
know how. 
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21. I like to tell stories but I don’t like to read them. 

22. I don’t get to read enough in my reading group. 

23. I would rather work in a reading group than alone. 

2 k • I would rather study how to read instead of reading so 

many stories. 

2$. I would like to have more help in learning how to read. 

26 « I like to read in my reader better than my history, science, 
or arithmetic books. 

27. I would rather write stories than read them. 

28. I don’t like to write or read stories. 

29. I can’t remember what I read. 

30. I like to read stories about fighting and boys and girls 
who are poor. 

How I Feel About Reading Away From School 

31. I don’t like to read after I get home from school. 

32. I like to tell my friends about things I have read. 

33. I think I read more things at home than most of the boys 
and girls in my class. 

3l^. I would like to receive a book for a birthday or Christmas 
present. 

35. I wish we had more books and magazines for me to read at 

home. , 

36. I don’t think my mother cares whether or not I read at 
home. 

37. I never talk to my mother about reading. 

38. I don’t think I read as much out of school as most of my 
friends . 

39. I don’t have any books or magazines of my own. 
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1^0. Nobody in my family spends much time reading at home. 

1^1, I would rather watch television than read. 

k2. I like to choose my own library books. 

U3. I do not like to go to the library. 

)\)\ r Library books are too hard for me. 

I would rather look at picture books than read story books. 

U6. I wish I belonged to a reading club. 

U7. I read a lot in the siimmer vacation. 

U8. I would sometimes rather read than play outside with 
my friends. 

U9. I don*t like to read for fun. 

50. I like to take books when I go on a visit away from home. 

51. I can still like a book even if I don't know all the words 
in it. 

52. If I don't know a word in a book I will ask someone in my 
family what it is. 

53* I can understand most stories even if I don't know all the 
words . 

5ii. If a book is hard for me to read I usually don't finish it. 

55. I like to look through a book before I start to read it. 

56. I choose most of my books by looking at the title and the 
cover. 

57. I choose most of my books because a friend or teacher told 
me I would like them. 

58. I don't care what a book is about, I will read it anyhow. 

59. I get most of n^r books at drug stores or food stores. 

60. I get most of my books from libraries or book stores. 
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Library 



If our library books were put in sections according to 
the following topics, to which sections do you think you would 
go in selecting your books? 

Mark the A space for the names of any topics you 
think would interest you. Mark B if you do not 
think you would like to read about the topic. 



61. 


FAI'IOUS PEOPLE 


-76. 


BOATS 


62. 


HISTORY 


77. 


MUSIC 


63. 


HUNTING 


78. 


ART 


61^. 


FISHING 


79. 


OTHER COUNTRIES 


65. 


WAR 


80. 


COWBOY-INDIANS 


66. 


FUNNY STORIES 


81. 


MYSTERIES 


67. 


EXPLORING 


82. 


CRIME 


68. 


SPACE TRAVEL 


83. 


SEA STORIES 


69. 


SPORTS 


81i. 


COMICS 


70. 


ANIMALS 


85. 


CAMPING 


71. 


DOCTORS-NURSES 


86. 


LUMBERING 


72. 


ROMANCE 


87. 


PEOPLE LIKE ME 


73. 


MOVIE STARS 


88. 


SCIENCE 


7ii. 


CARS 


89. 


FAIRY TALES 


75. 


AIRPLANES 







APPENDIX H 



The last word • • • some student comments 



o 

ERIC 







jZ Jlike fuJuHyd XklA /yjtxvL 

JI><j:jbjiLUSu M&ri^ {LCnr^iL O'lJUjrMU^ 

JCu/JtJl cxfx- Jd^ JLiliXKUXf^ OJT^ AXXy-clon^ 

Jjbir , ^Jui ALajojv^ ^ J 

jid -t& i\}<J\Ay JUihJVL^ i-XJytx^ CX ^ 

.Vh. JwOxJi Jl^ _i_» dJUtr ArVuiJ^ /rOJUL 
(XAuzJ 1 'Jdu}rS ^ JuJ^ /rrui' ol r 
^ZJdwnA XdiJy^ JiAAri^ fxhcu^ dfy-na.<^ 
^Jjtrt Z\l\> ^j3h(t<r^ .^ji/niUJi ^^caS/' 



I 



H -1 



O 

ERIC 






'' LO'Voxjt. s,3 

'^Sif .JYyysu 

jtx:> ^J\-Sl^ckA^ ...yv^ov>J;iAJ^^ CO^vjdL '■'Ksi^ ^/)oa^ 
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